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ABSTRACT
The COVID-19 pandemic brought many challenges to the education field. Due to the
enforced immediate transition from in-person to online teaching, teachers, policymakers,
administrators, and students had difficulty adapting themselves. Nearly three years since the
pandemic began, it is clear that English language teachers have improved their digital literacy
skills to sustain effective teaching. However, more than digital literacy skills are required to
build community in the online learning environment.
The claim for the literature review is that fostering interaction and creating presence,
especially high levels of social and teaching presence, may contribute to academic achievement
in online English learning. Accordingly, the field project entitled “Fostering Teaching and
Social Presence Through Interactive and Engaging Virtual/Online Classes” addresses the lack of
awareness for creating high levels of teaching and social presence that undergirds cognitive
presence to build community in synchronous online English classes.
This field project is an e-guide designed for English language teachers who teach
grammar online synchronously using videoconferencing tools to young adults and adults. It
consists of four sample lesson plans with activities using interactive online tools for teaching
four grammar topics to intermediate (CEFR-B1) level learners. Also, it is significant for English
language teachers who want to build community and avoid isolation in their online classes by
creating social and teaching presence, thus cognitive presence through interaction and
engagement.
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CHAPTER I
INTRODUCTION
The COVID-19 pandemic caused a big disruption in education not only in the United
States but globally (UNESCO, 2020). As can be imagined, the pandemic has brought some
challenges to the education field. Governments had to completely close all educational
institutions in order to avoid the spread of the coronavirus and, according to a report by
UNESCO (2020), 90% of the students in the world were declined physical access to their schools
during the global shelter-in-place. Therefore, educational institutions throughout the world,
including universities, schools, community colleges, and language schools, were forced to
swiftly shift from face-to-face to online learning. Neither students nor teachers were prepared for
this dramatic shift, and many experienced acute stress during the forced move to online learning
(Hartshorn & McMurry, 2020). For example, many teachers experienced stress as they were
required to quickly learn to use online technologies and digital teaching tools; they also
experienced stress when redesigning their courses in new online learning environments, and
when delivering interactive online content (Serhan, 2020). According to Serhan (2020), many
teachers also found it difficult being physically distant from their students and experienced a
challenge when creating a new online presence as an educator.
Students also experienced many stressors during the pandemic. For example, according
to the report by National Center for Education Statistics (2021), 51% of the postsecondary
students surveyed stated that the pandemic had a negative impact on the completion of their
degrees. Challenges attributed to the pandemic included health problems, fear of the COVID-19
virus, caretaking responsibilities, and the shift from face-to-face to an online class format.In
addition to pandemic-related stress, young adult and adult English language learners (ELLs) face
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other challenges in online courses. These include but are not limited to: (a) a lack of interaction
with peers and instructors; (b) lower participation rates; (c) a lack of sense of community; (d) a
sense of isolation and disconnectedness, all of which can have a negative impact on academic
outcomes. Many young adult and adult ELLs must overcome the challenges of online education,
both during and after the pandemic. Perhaps the most important in overcoming challenges related
to online learning is the development of a community, built through teacher and peer
interactions. A sense of community and belonging is foundational to academic achievement
among ELLs, and this field project focuses on the role of interaction in community building and
in academic achievement in online synchronous English courses.
Statement of the Problem
During the COVID-19 pandemic, many students and teachers experienced a swift
transition from in-person learning to online learning, which had the effect of limiting peer-peer
and student-teacher interactions (Harsch et al., 2021; Serhan, 2020; Tumen Akyildiz, 2020).
This is important because many young adult and adult ELLs prefer face-to-face learning
opportunities. According to Sevy-Biloon (2021), up to 70% of postsecondary ELLs prefer
face-to-face classes because of the opportunities to interact with their peers and instructors. In
the absence of these interactions, many students feel isolated. For example, in a study conducted
by Akyildiz (2020), 75% of the students felt isolated during online classes and 61% of students
noted decreased interaction with their peers and instructor, leading to a decrease in participation
and engagement. According to Balbay and Erkan (2021), lack of interaction can also lead to
decreased motivation among language learners.
One factor that influences the number and quality of interactions in online classes is
social presence. Social presence describes the way in which individuals communicate who they
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are and what they are like, and how individuals participate in a community with others (Garrison
et al., 2000). Building a learning community in an online learning environment is challenging
because building social presence in online learning environments is challenging (Harsch et al.,
2021). The need for developing social presence has been documented by Lewis and
Abdul-Hamid (2006) and the benefits of developing social presence include improved
engagement, building community, and contributing to positive academic outcomes (Lear et al.,
2010). Social presence can be increased through the frequency of interaction (Kurucay, 2015)
and social presence has a positive influence on the number and quality of online interactions
(Horzum, 2015; Tu & McIsaac, 2002).
Another factor that influences the number and quality of interactions in online classes is
teaching presence. Teaching presence refers to the ways in which instructors select, organize,
present, and facilitate course content in order to support students to meet specific learning
outcomes (Anderson et al., 2001). In an online learning environment, it plays a crucial role in
connecting the instructors and students who are physically away from each other and
disconnected (Zhang et al., 2016). Similar to building social presence in online learning
environments, building teaching presence in online language learning is challenging (Harsch et
al., 2021). The need for developing teaching presence has been documented by Garrison et al.
(2000) and the benefits of developing teaching presence include: (a) increasing both social and
cognitive presence (Garrison et al., 2000); (b) contributing to the development of community
(Lear et al., 2010); (c) delivering effective online courses (Sen-Akbulut et al., 2022); (d)
meaningful learning experience (Garrison et al., 2000); (e) increasing students’ academic
outcomes (Martin et al., 2022). Because teaching presence is important, it is important for
teachers to understand how to develop and improve it.
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Teaching presence can be developed and improved in many ways. Some of these include:
(a) designing the course including personalized activities and content such as sharing stories and
expectations for classroom rules as it used to be in the face-to-face setting (Baker & Taylor,
2012); (b) choosing materials that are relevant to students (Parrish et al., 2021); (c) providing
direct instruction such as introducing discussions, sharing knowledge and personal experience,
ending discussions with concluding remarks (Anderson et al., 2001; Garrison et al., 2000); (d)
designing activities that engage students and promote student interaction with the instructor, such
as by asking questions (Sen-Akbulut et al., 2022); (e) encouraging students to participate in
discussions and appreciating their contributions (Sen-Akbulut et al., 2022; Yuan & Kim, 2014);
(f) using online learning management tools to stay connected and communicate with students,
embedding videos to the online course (Baker & Taylor, 2012). Fiock (2020) categorizes the
activities that improve teaching presence according to function. These include activities that:
● Promote student-instructor contact
● Promote collaboration among students
● Encourage active learning
● Provide immediate feedback
● Provide sufficient time for all tasks
● Share expectations
● Respect multiple ways of learning
Like social presence, teaching presence has a positive influence on the number and quality of
online interactions (Sen-Akbulut et al., 2022; Zhang et al., 2016).
Both teaching presence and social presence are important in second language classrooms.
In terms of second language acquisition, social presence is considered an important factor as it
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promotes collaboration and academic success (Bailey, 2021; Kurucay, 2015). The absence of
social presence contributes to feelings of isolation that can have a negative impact on academic
outcomes (McLaren, 2010; Sen-Akbulut et al., 2022; Tumen Akyildiz, 2020). Teaching presence
is considered an important factor in online learning because it forms students’ learning
experience as a whole, contributes to social and cognitive presence (Sen-Akbulut et al., 2022),
and affects students’ dedication to the course and participation (Kozan & Richardson, 2014). It
also has a considerable effect on students’ learning experience and outcomes (Garrison et al,
2010). Furthermore, in the community of inquiry, teaching presence plays a binding role in
establishing the community of inquiry and aligns social and cognitive presence (Garrison et al.
2000). In addition, teaching presence influences the quality of online courses strongly
(Sen-Akbulut et al., 2022). Since teaching presence is considered the most effective element for
actual learning and academic success in online and blended courses and essential for effective
online learning (Rockinson-Szapkiw et al., 2016; Martin et al., 2022), it can be inferred that the
absence of teaching presence contributes to lower academic outcomes, academic success in
online courses (Kupczynski et al., 2010), and lower levels of understanding and comprehension
(Deris et al., 2012).
As aforementioned, the start of the COVID-19 pandemic enforced educators a swift
transition to online learning and even as the transition from the pandemic to normalcy has begun,
online education will most likely continue (Balbay & Erkan, 2021). As is known, Emergency
Remote Teaching during the pandemic showed the importance of empowering teachers with
digital literacy skills in English language teaching (Balbay & Erkan, 2021). However, only being
equipped with digital literacy skills does not help teachers to build community in the lack of both
teachers’ and students’ physical presence. There remains a lack of understanding of the
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importance of creating teaching and social presence through interaction in online learning
environments. Without raising awareness for creating presence in online settings, this problem
will negatively impact students’ educational outcomes including academic achievement.
Accordingly, this field project addresses academic achievement and its relationship to presence,
interaction, and sense of belonging/community. It emphasizes the importance and
interrelatedness of social presence, teaching presence, and the facilitation of meaningful
interactions in synchronous online English language classes.
Purpose of the Project
The purpose of this field project is to guide teachers of adult ELLs who wish to learn
about social and teaching presence in order to better facilitate student interaction and
engagement in online synchronous English courses. This e-guide is of interest to teachers who
want to build an online learning community by creating especially high levels of social and
teaching presence and promoting student interaction in their online courses. The ultimate goal of
the e-guide is to enable teachers to deliver successful and effective online synchronous English
courses, via videoconferencing, to young adults and adults in higher education, community
colleges, and language schools. The e-guide includes sample lesson plans providing activities
that are designed by using a variety of online tools for fostering teaching and social presence and
facilitating interaction while teaching English grammar. Thus, students will not feel isolated and
instead, feel a sense of community. This field project provides ways for English language
teachers to overcome the challenges of online education mentioned previously and throughout
the next chapter. The teachers can either adopt or adapt the online tools provided in the sample
lesson plans to their own educational settings.
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Theoretical Framework
The theory of Community of Inquiry (COI) is used as a theoretical framework for this
field project. The theory of COI developed by Garrison et al. (2000) describes three prerequisite
elements for creating a community of inquiry and for a meaningful and successful online
learning experience in the higher education context: cognitive, social, and teaching presence.
Cognitive presence is defined as the extent to which students can construct meaning in a
community of inquiry through sustained conversation. The second element, social presence, is
defined as the degree to which participants represent themselves as real people in the community
of inquiry. The third element, teaching presence, refers to designing the educational course and
facilitating students’ learning experience. The theory of COI is used in this field project because
applying the COI framework to synchronous online English courses in different educational
settings will help English language teachers build an online learning community and create high
levels of COI presences through interaction despite the lack of both teachers’ and students’
physical presence. Thereby, it will contribute to students’ academic outcomes and achievement.
Some of the foundational authors who have contributed to the COI framework include
Shea and Bidjerano (2010), Cleveland-Innes and Campbell (2012), Pollard et al. (2014), and
Lam (2015). First, building on the work of Garrison et al. (2000), Shea and Bidjerano propose
learning presence as a new element. Following this, Cleveland-Innes and Campbell add
emotional presence as a new component to the framework. Then, Pollard et al. expand the
element of social presence within the framework by including instructor social presence. Finally,
Lam (2015) suggests adding autonomy presence to the framework. Taken together, these authors
provide a framework for understanding why it is important to frame the creation of this field
project; an e-guide for English language teachers who teach English synchronously online to
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young adults and adults. As research demonstrates, the original elements of the COI framework
have a positive impact on students’ learning process in the online learning environment. By
establishing these elements, deep and successful learning occurs. This field project focuses on
the original elements of the COI framework with an emphasis on social and teaching presence.
The COI framework also helps English language teachers to understand the importance of COI
presences and interaction and their positive impact on students’ academic outcomes, especially
in online educational settings.
Significance of the Project
This field project may be of interest to English language teachers who teach online
synchronously via videoconferencing to young adult and adult ELLs in higher education,
community colleges, and language schools. It may hold significance for English language
teachers because all the activities that are created with online teaching tools and embedded in the
sample lesson plans will help them build a community and avoid the sense of isolation. Besides,
these activities will increase the levels of social and teaching presence, and thus cognitive
presence, through interaction and engagement. Thereby, this field project will also contribute to
students’ academic achievement. This field project may also be important to young adult and
adult ELLs because, eventually, these activities are designed to affect students’ learning process
positively. By participating in these activities, the level of interaction and sense of community
will increase. Finally, this field project may be of interest to other researchers and scholars in the
field of English Language Teaching because they can measure the impact of this project on ELLs
in terms of COI presences, interaction, and engagement, the efficiency of this project on online
English language teaching. They can also prove the impact of the sample lesson plans including
activities designed with various online tools on students’ academic outcomes.
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Definition of Terms
● Academic achievement refers to the course grades, assignments, and GPA (York et al.,
2015). It is defined by Parker et al. (2004) as academic success and used interchangeably.
According to Steinmayr et al. (2014), academic achievement constitutes performance
outcomes that show a person’s accomplishments, especially in the education context. In
the next chapter, the literature review, the terms success, and academic achievement are
used interchangeably.
● Asynchronous learning is described by Tsipianitis and Groumpos (2018) as it does not
require students and instructors to participate concurrently as cited by Tumen Akyildiz
(2020). Instead, it gives freedom to students to learn anywhere and anytime which does
not require participating in real-time.
● Blended learning refers to learning that is mostly applied via online (Horzum, 2015).
● Community of Inquiry (COI) is defined by Lipman (1991) as “a rigorous, democratic
and reflective form of discussion” that is developed progressively with the learners in the
same group as cited by Marjadi et. al (2017). This concept has been used and applied to
higher education. Lipman (1991) views a community of inquiry as an important context
for a learning experience in education if critical thinking is promoted and the end result
will be deep learning as cited by Garrison et al. (2000). The COI is a theoretical
framework developed by Garrison et al. (2000) and describes that learning takes place in
a community where three prerequisite elements interact: cognitive, social, and teaching
presence. These elements are crucial for a meaningful and successful online learning
experience in the higher education context (Garrison et al., 2000).
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● Computer-mediated communication (CMC) is used as a superordinate term for human
communication that is maintained through networked computers. This communication
can occur synchronously or asynchronously and involve single or multiple times of
exchanging information, namely text, audio, and video messages (Lee & Oh, 2015).
● Face-to-face (F2F) teaching refers to the teaching that takes place in a traditional
classroom (Sevy-Biloon, 2021) where students and teachers are physically present.
Accordingly, it occurs in a specific timeline in which lectures, seminars, and discussions
are conducted recurrently based on a regular schedule (Brown, 2016). F2F teaching is the
term often used interchangeably with the term in-person as stated in the works of Harsch
et. al (2021) and Serhan (2020).
● Feeling isolated is described as feeling alone or disconnected from the community
(Kurucay, 2015).
● Interaction is defined by Moore and Kearsley (2005) as “communication” that occurs
among the learners, learners with the content, and the instructor as cited by Lear et al.
(2010). Three types of interaction are proposed by Moore (1989): learner-content,
learner-instructor, and learner-instructor interaction. Firstly, learner-content interaction is
defined as the “interaction between the learner and the content or subject of study”
(Moore, 1989, p. 1). As a result of interacting with the content, learners’ understanding
and perspective change. Secondly, learner-instructor interaction is defined as the
interaction between the learner and the educator, namely the instructor, who designs the
materials and the course. Finally, Moore defines learner-learner interaction as the
inter-learner interaction, between the learner and their peers on their own or in groups,
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with/without the instructors’ concurrent presence. The author considers learner-learner
interaction a new aspect to distance education.
● Online course is defined by Allen and Seaman (2011) as a course that delivers over 80%
of the content on online platforms and without meeting regularly in person as cited by
Kurucay (2015).
● Social contact refers to being socialized (Harsch et al., 2021) and social relations with
individuals.
● Synchronous learning is described by Tsipianitis and Groumpos (2018) as it requires
students and teachers to participate concurrently from different locations and occurs
through two-way instant communication among students and teachers as cited by Tumen
Akyildiz (2020).
● The COVID-19 pandemic, also called the coronavirus pandemic, is defined by the
World Health Organization (n.d.) as a continuing pandemic of the coronavirus disease
which is infectious and can cause death. People who are infected with this virus
experience serious illness or die regardless of their age. This pandemic had a global
impact which caused not only economic and social disruption but also educational. It was
an unexpected situation and all levels of educational institutions around the world had to
fully close and shift swiftly to online education. As can be imagined, both teachers and
students were unprepared for this transition.
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CHAPTER II
REVIEW OF THE LITERATURE
The claim of interpretation for this literature review is that fostering interaction and
creating presence, especially high levels of social and teaching presence, may contribute to
academic achievement in online English learning. The body of scholarship that justifies this
claim includes three sets of evidence that demonstrate that: (a) there is a lack of interaction in
online learning compared to face-to-face learning; (b) there is a strong relationship between
interaction and the Community of Inquiry (COI) presences, with emphasis on social and teaching
presence, in online learning; (c) interaction and COI presences have a positive impact on
academic outcomes and achievement in online learning. The Community of Inquiry theory can
be used to frame this body of scholarship. Joint reasoning is used to justify the claim for this
literature review because the individual sets of evidence/reasons cannot stand alone. However,
when the sets of evidence/reasons are added together, they warrant the final conclusion. A visual
representation of the logic equation is as follows: (R1,+ R2 + R3) ∴ C (Machi & McEvoy, 2012,
p. 97).
Community of Inquiry
For this field project, the theoretical framework is based on the Community of Inquiry
(COI) framework. In this section, a brief history of COI is presented. First, this history includes
Garrison et al.’s (2000) original scholarship proposing the COI framework established on
Dewey’s philosophy of education and social constructivism. Second, it includes the work of Shea
and Bidjerano (2010) that describes a revised model of the COI framework adding learning
presence as a new construct. Following this, it includes the idea developed by Cleveland-Innes
and Campbell (2012) that proposes emotional presence as an additional element to the COI
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framework. It also includes the work by Pollard et al. (2014) that suggests including instructor
social presence in the COI framework. Finally, the history of COI includes the idea developed by
Lam (2015) that affirms the original presences in hybrid courses but claims the presence of
autonomy to be added to the framework. This progression of thought is important because it
demonstrates the evolution of the COI framework based on the new insights for an effective and
meaningful online learning experience that leads to academic achievement.
The foundational work that defines the theory of COI includes Garrison et al.’s (2000)
work based on Dewey’s philosophy of education and social constructivism. The original purpose
of this framework was to provide a tool for asynchronous, text-based, computer-mediated
communication (CMC), namely computer conferencing, as the demand for using CMC was
increasing in higher education. Since the development of this framework, it has been applied to
online education including asynchronous, synchronous, and blended learning. Accordingly, this
scholarship proposes the COI framework for educators to create a community of inquiry and
provide a successful learning experience in online higher education. This framework represents a
conceptual order for designing and providing a meaningful online learning experience. The
framework of COI describes three crucial elements necessary for success in the higher education
context: cognitive, social, and teaching presence. Cognitive presence is defined as the scope to
which when the parties in a community of inquiry can “construct meaning” (Garrison, 2000, p.
89) by taking part in a sustained conversation. It is also considered the core element that drives
success in higher education. The subcategories of cognitive presence are identified as a
triggering event, exploration, integration, and resolution, and the indicators of cognitive presence
are exemplified as a sense of puzzlement, information exchange, the connecting of ideas, and the
application of new ideas (Garrison, 2000). Although cognitive presence is an important element
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for higher-order thinking skills, namely critical thinking, a supportive social-emotional
environment is needed to nurture such a critical community in education. Therefore, the second
essential element, social presence, undergirds the development of collaboration and critical
thinking.
Social presence was first defined as “the ability of participants in the Community of
Inquiry to project their personal characteristics into the community, thereby presenting
themselves to the other participants as real people” (Garrison et al., 2000, p. 89). To emphasize
the effect of social presence on critical discourse and collaboration, the definition of social
presence is redefined as the capability of participants to associate themselves with people in a
community and educational environment, to communicate with people in an environment that is
trustworthy, and to build personal relationships by “projecting their individual personalities”
(Garrison, 2009, p. 352). Social presence implicitly facilitates critical thinking among the
learners in a community and supports cognitive presence; it plays a crucial role in creating a
collaborative community of inquiry in which learners interact, engage, respond, express their
ideas, and pose questions. The subcategories of social presence are identified as emotional
expression, open communication, and group cohesion. The indicators of social presence are
exemplified as risk-free expression, emotions, and encouraging collaboration (Garrison, 2000).
Finally, within a community of inquiry in the educational context, teaching presence plays a
binding role that facilitates the development and maintenance of cognitive and social presence
among students.
Teaching presence refers to the teacher who designs the course and facilitates the learning
process. Teaching presence is defined as “the design, facilitation, and direction of cognitive and
social processes for the purpose of realizing personally meaningful and educationally worthwhile
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learning outcomes” (Anderson et al., 2001, p. 5). The functions of teaching presence are to
design the educational experience through selecting, organizing, presenting, and facilitating the
course content. The subcategories of teaching presence are indicated as instructional
management, direct instruction, and teachers’ building understanding for students which is
described as facilitating productive and valid knowledge acquisition by utilizing participation
and shared meaning. The indicators are exemplified as defining and initiating discussion topics,
sharing personal meaning, and focusing on discussion. By defining cognitive, social, and
teaching presence within a theory of COI, Garrison et al. (2000) provided an initial framework
for understanding how to build and facilitate a successful community of inquiry in online
education.
In the years since the development of this initial framework, several authors have
suggested revisions to the work of Garrison et al. For example, in the first revision to the original
COI framework, Shea and Bidjerano (2010) add a new element, learning presence or the
behavioral, metacognitive, and motivational characteristics of online learners. Building on this,
Cleveland-Innes and Campbell (2012) define emotional presence as the expression of feelings
and emotions by parties in a community of inquiry when interacting with the instructor, peers,
content, and/or with learning tools and activities. Then, Pollard et al. (2014) expanded the
element of social presence by differentiating between teaching presence, which primarily
impacts the learning environment, and instructor social presence which has a strong influence on
the learning environment and the classroom community. Related to this, Lam (2015) defined
autonomy presence or the role of the learner as an active and independent participant within the
classroom community. Although these new developments have emerged, for the purpose of this
field project, the original elements of the COI framework, which are cognitive, social, and
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teaching presence, will be applied to build an online learning community and to provide a
successful online learning experience.
In summary, the COI framework, and the revisions made to the framework over time,
describe the elements of a community of inquiry that lead to success in online education.
Garrison et al.’s (2000) seminal work on the elements of COI defined teaching, social, and
cognitive presence, and how they affect the quality of the online learning experience. Later
authors revised this framework by adding additional elements such as learning presence,
emotional presence, instructor social presence, and the presence of autonomy. In the sections that
follow, the COI framework can be used to understand the impact of the lack of interaction that
characterizes many online learning environments. It can also be used to understand the
importance of interaction in online educational settings. Lastly, the COI framework can be used
to understand the positive impact of interaction on students’ academic outcomes and
achievement in online English learning. The following sections describe this research and justify
the claim that fostering interaction and creating presence, especially high levels of social and
teaching presence, may contribute to academic achievement in online English learning.
Lack of Interaction in Online Learning
Research demonstrates that there is a lack of interaction in online learning when
compared to face-to-face learning (Balbay & Erkan, 2021; Harsch et al. 2021; Serhan, 2020;
Sevy-Biloon, 2021; Tumen Akyildiz, 2020). This section includes a review of the literature
related to this topic and includes a study that illustrates that both teachers and students perceived
a lack of interaction in the online learning environment and found interaction in online not as
authentic and real as in face-to-face learning (Harsch et al. 2021). It also includes a study that
argues that some students preferred face-to-face learning as they interacted less with their
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classmates and teachers in online learning (Sevy-Biloon, 2021). Following these studies, it
includes another study that articulates that during the pandemic education, students faced some
problems including a lack of interaction with their instructors and peers in the web-based classes
(Tumen Akyildiz, 2020). Finally, this section reviews two other studies claiming that when
remote learning was forced during the pandemic, students’ interactions with their instructor
decreased (Serhan, 2020) and indicating that students complained about a lack of interaction in
online classes during the emergency remote teaching (ERT) period and missed the interaction
with their peers in face-to-face education (Balbay & Erkan, 2021). This is important because,
taken together, these studies support the claim that fostering interaction may contribute to
academic achievement in online English learning.
In 2021, Harsch et al. addressed the new insights and challenges both students and
teachers faced in online learning during the pandemic due to the swift transition from
face-to-face to online instruction. The purpose of the study was to examine these new insights
and challenges faced under this emergency situation in order to increase social presence and
online interaction. Conducted at the Languages Center of the Universities in Bremen, Germany,
the study included 933 participants. The participants were 35 teachers with at least five years of
language teaching experience and 898 students from all the 224 language courses offered in 14
languages at all levels, from A1 to C1. The majority of students were native German speakers
and a minority of students spoke more than one language. The results reveal that one of the
biggest challenges both teachers and students faced was facilitating and participating in
interactions online. Teachers used different channels such as Zoom, emails, forums, and others.
Nevertheless, more than half of the teachers thought that both student-student and
teacher-student interaction was less in online classes than in-class, face-to-face, teaching.
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The underlying reasons for the challenges students and teachers faced in online
interaction turned out to be “quality, amount, and demand of interaction online” (Harsch et al.,
2021, p. 8). For example, participants mentioned that, unlike face-to-face education, there was a
lack of authentic interaction online; it was hard to read each other's facial expressions.
Additionally, students shared that online interaction could lead to misunderstandings and that
they lacked the informal opportunities for peer social contact common in in-person settings.
Students also complained that interaction online was not as fast-paced and spontaneous as in
face-to-face classes, while teachers reported a lack of interaction among students as a result of
students’ deactivating their cameras. Overall, the authors conclude that language learning best
occurs in face-to-face education where “real” interaction takes place (Harsch et al., 2021, p. 9).
Therefore, in order to mimic the real interactions of in-person classes, Harsch et al. (2021) claim
that it is necessary to increase social presence and thus, a sense of belonging to a community in
online courses. Based on the findings and suggestions of this study, it can also be inferred that
creating a learning space for students to be socially present can enable students to participate and
interact comfortably despite the physical distance.
Similar to the findings of Harsch et al. (2021), Sevy-Biloon (2021) also addressed the
changes in students’ lives, in terms of education, due to the COVID-19 pandemic. The purpose
of this study was to identify the advantages and disadvantages of taking virtual or face-to-face
classes in learning the English language, as well as the underlying reasons for English language
teaching (ELT) instructors’ and students’ preferences. Conducted at Universidad Nacional de
Educacion (UNAE) in Ecuador, this study included 69 participants who were ELT teacher
trainees from different semesters in the ELT major at an upper-intermediate English proficiency
level. The findings of this study demonstrate that more than 70% of students prefer face-to-face
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classes to virtual classes. Students reported the underlying reasons that include: (a) more chances
to interact with their classmates and instructor; (b) spontaneously having real interactions among
themselves and with their instructor in the target language, English; (c) more chances to benefit
from authentic learning; (d) more motivation. Sevy-Biloon concluded that the majority of the
students prefer face-to-face learning because those types of classes provide opportunities to
improve listening and speaking language skills and to interact with their peers and instructors in
order to facilitate learning. Students felt less motivated and experienced fewer interactions in
online courses, as compared to face-to-face classes.
Similar to the work of Harsch et al. (2021) and Sevy-Biloon (2021), Tumen Akyildiz
(2020) investigated the opinions and perceptions of Turkish students who participated in online
asynchronous education during the pandemic. The key findings of this study demonstrate that
almost all of the participants reported a lack of interaction with their instructors and peers, which
led to feelings of isolation. Most of the students agreed that “interaction is a prerequisite for
education” (p. 329) and wished for more opportunities to interact with each other and their
teacher during online learning. According to Tumen Akyildiz, the COVID-19 pandemic had a
negative impact on students because it limited social contact with peers and instructors, a finding
echoed by Serhan (2020).
In another study that addressed the unexpected and forced transition from face-to-face to
forced remote instruction during the COVID-19 pandemic, Serhan (2020) investigated student
perceptions of the web-based video conferencing tool, Zoom, as compared to in-person
instruction. The key results of this study point out that 61.29% of the students believed that their
interaction with their instructor decreased on Zoom and that using Zoom led to decreased
participation and engagement. The majority of the students found it difficult to get feedback via
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Zoom and noted a decrease in the quality of interactions when learning on Zoom. Students also
reported that they would prefer the face-to-face classroom to the Zoom class. Like Tumen
Akyildiz (2020), Serhan concludes that the COVID-19 pandemic had a negative impact on
students’ learning experiences. The author underscores the importance of interaction for
students, especially when teaching online. This finding was confirmed by Balbay and Erkan
(2021) who also noted the lack of interaction in online classes during the pandemic.
In their work, Balbay and Erkan (2021) claim that neither teachers nor students were
well-prepared for the unexpected switch to online education during the COVID-19 pandemic.
Conducted at Middle East Technical University in Turkey, this study included 819 students
taking a course in the School of Foreign Languages. The results of this study demonstrate that
more than half of the participants preferred face-to-face to online education. The findings also
illustrate that more than half of the participants did not believe that face-to-face education could
be replaced by online education. The students missed interacting with their peers and complained
about a lack of interaction in online classes; they identified the lack of interaction as one cause of
decreased motivation. Based on these results, and confirming the conclusions of the other
authors in this section, Balbay and Erkan conclude that interaction is a key factor in conducting a
successful language program.
Overall, research demonstrates that students feel a lack of interaction with their
classmates and instructors in online learning compared to face-to-face learning. This includes the
studies conducted by the authors mentioned aforementioned. Harsch et al. (2021) illustrate that
not only students but also teachers perceived a lack of interaction in the online learning
environment and thought that interaction in the online setting is not as authentic and real as in
face-to-face learning. Another study conducted by Sevy-Biloon (2021) articulates that some
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students preferred learning in the classroom because of less interaction with their classmates and
teachers in online learning and missing the opportunity of having real interactions. Following
this, Tumen Akyildiz (2020) claims that during the pandemic education, students faced some
problems including a lack of interaction and communication with their teacher in the web-based
classes. Then, Serhan (2020) states that students’ interactions with their instructors decreased in
remote instruction. Finally, Balbay and Erkan (2021) indicate that students missed the interaction
with their peers in face-to-face education as a result of a lack of interaction in online classes
during the ERT period. As can be seen from the findings, all the studies demonstrate the lack of
interaction in online learning when compared to face-to-face learning and the findings emphasize
that interaction is considered an important factor in online learning, especially during the
pandemic. The studies also affirm that interaction is crucial for learning any subject, including
English. Accordingly, it can be suggested that teachers should foster student-student,
student-teacher, and student-content interaction in online English classes to contribute to
students’ learning, motivation, and engagement. Taken together, this body of research helps to
justify the claim of this literature review that fostering interaction may contribute to academic
achievement in online English learning. Related to this is a body of scholarship that demonstrates
the strong relationship between interaction and social and teaching presence in online learning.
Interaction and Social and Teaching Presence
Research demonstrates that there is a strong relationship between interaction and social
and teaching presence in online learning (Horzum, 2015; Kurucay, 2015; Lear et al., 2010;
Sen-Akbulut et al., 2022; Tu & McIsaac, 2002). This section includes a review of the literature
related to this topic and includes a study that illustrates the importance of interactivity for
building community (Lear et al., 2010). It also includes a study that demonstrates that the
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frequency of interaction is significantly positively correlated with a sense of community
(Kurucay, 2015). Following this, this section includes two studies that articulate the positive
influence of social presence on online interaction (Horzum, 2015; Tu & McIsaac, 2002). Finally,
this section reviews a study that suggests that students appreciate and may benefit from online
classes with a high teaching presence (Sen-Akbulut et al., 2022). This is important because taken
together, these studies help to justify the claim that fostering interaction and social and teaching
presence may contribute to academic achievement in online English learning.
In 2010, Lear et al. addressed the need to explore the role of interactivity and its
relationship with a sense of community in online learning. The authors sought to understand to
what extent interactivity played a role in building community and student engagement in online
settings. This mixed-method study was conducted at four Midwestern post-secondary institutions
in the United States and included 241 students from 30 online courses in the quantitative study.
Among these 241 participants in the quantitative study, 42 students, those with the lowest and
highest classroom community scores, also participated in the qualitative study. Students’
classroom community scores were calculated based on their answers to the questionnaires,
including the items in the Classroom Community Scale that measures students’ sense of
community in the educational context. The key results demonstrate that interactivity helped
students to develop a sense of community. The results of this study also demonstrate that
students’ perception of interactivity was strongly correlated with students’ perception of the
sense of community. The majority of the students interviewed reported that feeling a sense of
community had a positive impact on their learning. In addition, they shared that their instructor
played an important role in promoting the development of the community. The findings of this
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study demonstrate a positive relationship between students’ interactions and a sense of belonging
to their community.
Similarly, Kurucay (2015) analyzed how the interaction among students affected their
collaboration, satisfaction, sense of community, perceived learning, and achievement in online
learning. This study was conducted at a large university in the Southwest region of the United
States and the participants were 78 undergraduate students from different departments such as
business, education, marketing, psychology, and engineering, at different academic levels. The
findings of this study demonstrate that students who worked collaboratively and had a high level
of learner-learner interaction in online group activities had a significantly higher sense of
community than students who worked individually. Students who worked with their peers also
reported that they felt more community and social presence than the other group of students.
More significantly, the findings highlight that the frequency of learner-learner interaction in
group activities was strongly correlated to the sense of community in general, and increased
social presence. Kurucay concludes that it is important to encourage students to interact so that
students do not feel isolated, and can develop and maintain connections with their instructor and
peers in online settings.
Related to this, a similar study was conducted by Tu and McIsaac (2002) that addressed
the effects of social presence on online learning, CMC, compared to face-to-face learning. The
authors sought to understand if online interaction and social presence were related. The study
included 43 participants who registered for a course at the graduate level. The results of this
study highlight that social presence had a positive impact on online interaction and interactivity.
Using these results, the authors were able to propose a redefinition of social presence specific to
the CMC online setting as the level of one’s “feeling, perception, and reaction” (Tu & McIsaac,
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2002, p. 146) to each other. The authors conclude that developing social presence is vital to
increasing social interaction in an online learning environment. The results of this study are
confirmed by a later study, by Horzum (2015), which demonstrated a strong relationship between
social presence and interaction. Horzum investigated the relationships between structure,
satisfaction, interaction, and social presence in online learning environments. Conducted at
Ankara University in Turkey, the study involved 205 undergraduate students who participated in
blended learning courses. The key findings of this study demonstrated a positive correlation
between social presence and interaction. Based on the findings, Horzum concludes that when
dialogue, which requires students’ interaction, is increased, social presence is affected positively;
this leads to satisfaction as well. Taken together, these two studies suggest that social presence
has a positive influence on online interaction.
In addition to interaction and social presence, teaching presence can also have a positive
impact on student learning experiences in online learning environments. This is demonstrated by
Sen-Akbulut et al. (2022), who conducted a mixed-methods study at a public university in
Turkey. The findings of this study reveal that teaching presence was a strong predictor of
cognitive and social presence, and that the most effective live courses were the ones where
teaching presence was well established. Additionally, the interviewees reported that the level of
teaching presence was high in online courses where they also had an opportunity to answer
questions and participate in discussions facilitated by their instructors. The findings also
demonstrate that the more students interacted with their peers and the more community building
was promoted, the more students’ social presence occurred. Students identified examples of
activities that build social presence, including frequent communication with their instructors and
opportunities to build community with their peers by interacting among themselves. Sen-Akbulut
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et al. conclude that instructor social presence and teaching presence were the most important
presences that shaped the quality of online courses.
In summary, there is a strong relationship between interaction and social and teaching
presence in online learning. Lear et al. (2010) illustrate that interactivity is important for
community building. Another study conducted by Kurucay (2015) articulates that the frequency
of interaction, learner-learner, was significantly positively correlated with a sense of community.
Following this, the studies conducted by Tu & McIsaac (2002) and Horzum (2015) claim that
social presence had a positive influence on online interaction. Finally, Sen-Akbulut et al. (2022)
state that students considered online courses with a high level of teaching presence as effective.
These studies shed light on the significance of student interaction and the importance of teaching
presence as a determinant of cognitive and social presence. Based on the findings of the studies
in this section, it can also be deduced that the more students interact in an online learning
environment, the more they stay connected and the more socially present they become. Taken
together, this body of research helps to justify the claim that fostering interaction and social and
teaching presence may contribute to academic achievement in online English learning. Related to
this is a body of scholarship that demonstrates that interaction and COI presences have a positive
impact on academic outcomes and achievement in online learning.
Impact of Interaction and COI Presences on Academic Outcomes and Achievement
Research demonstrates that interaction and COI presences have a positive impact on
academic outcomes and achievement in online learning (Bailey, 2021; Hostetter, 2013; Kurucay,
2015; Martin et al., 2022; Rockinson-Szapkiw et al., 2016). This section reviews this body of
research and includes a study that illustrates that students who demonstrated the highest degree
of social presence had the highest ratings on the Classroom Assessment Technique (CAT)
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(Hostetter, 2013). This section also includes a study that articulates that students who interacted
among themselves, learner-learner interaction, took higher grades than students who worked by
themselves (Kurucay, 2015). Following this, it includes a study that claims a positive relationship
between students’ high course scores and their sense of teaching, social, and cognitive presence
(Rockinson-Szapkiw et al., 2016). Then, it includes another study that reveals social presence
influenced learning outcomes positively in online video conference classes (Bailey, 2021).
Finally, this section reviews a study that suggests that each of the original elements of the COI,
teaching, social, and cognitive presence had a significant effect on actual learning, and student
success (Martin et al., 2022). This is important because, taken together, these studies support the
claim that high levels of COI presences may contribute to academic achievement in online
English learning.
To begin, in 2013, Hostetter explored the relationship between social presence and the
knowledge acquired during online courses. Conducted at a university, this study included 121
participants who were selected from four modules of an online course. The results of this study
illustrate that the majority of the students who demonstrated the highest degree of social presence
in online discussion forums had the highest scores on the CAT used by the instructor to monitor
student progress and give them useful feedback. The CAT used in this study included a scenario
where students were asked to write a statement that they could say to their parents. The statement
would inform their parents that the government would terminate their parental rights and expel
their child from them for adoption. The statements written by the students were analyzed and
graded. Furthermore, the results of the study also demonstrate that online discussion forums, in
particular, Powerpoint presentations, and Warm-ups were the most effective methods for
strengthening students’ social presence, by building a sense of community and belonging.
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Hostetter concludes that social presence had a positive impact on the quality and quantity of
students’ written assignments. This is related to the work of Kurucay (2015) which indicates that
students who collaborated and interacted among themselves, got higher grades than students who
worked by themselves.
The purpose of Kurucay’s (2015) study was to examine the impact of students’
interaction among themselves, called learner-learner interaction, on student achievement and
the building of community in an online learning environment. Conducted at a large university in
the Southwest region of the United States, this study included 78 undergraduate students in an
online introductory course in Computing and Information Technology. The findings of this study
demonstrate that students who collaborated and interacted among themselves got higher grades
than students who worked by themselves in an online learning environment. The findings also
indicate that although it was not a very big impact, there was a positive correlation between the
frequency of students’ interaction and their achievement in group activities. Kurucay concludes
that learner-learner interaction had a strong impact on students’ achievement, collaboration, and
sense of community in an online learning environment. The results also imply that
learner-learner interaction in an online course should be promoted in order to decrease feelings
of isolation.
In a similar study, Rockinson-Szapkiw et al. (2016) addressed the relationship between
cognitive, social, and teaching presence and student learning outcomes. This study was
conducted among 131 graduate students who were studying to get a Master’s degree in Teaching
and Learning with Educational Technology and Online Instruction, at a private university in
Virginia. The results indicate that teaching, social, and cognitive presence had a positive impact
on course points in the online learning environment; the higher the sense of teaching, social, and
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cognitive presence, the higher the final score in the course. Among the presences, teaching
presence contributed the most to the outcome. The authors conclude that teaching presence is a
pivotal element for students’ learning experiences. Providing various communication tools to
students such as text messaging, discussion forums, video conferencing, and blogs, promoted
learning and achievement among the students in this study. Based on these results, the authors
emphasize the importance of the role of teaching presence and its impact on both course design
and the facilitation of social and cognitive presence developed among students through
interaction and collaboration. These findings were confirmed by Bailey (2021), in a study that
investigated the influence of social presence on learning outcomes.
Focusing on instructors who used the videoconferencing tool Zoom for their synchronous
teaching and learning management systems (LMS), namely Blackboard or Moodle, for the
asynchronous sections, Bailey (2021) determined that social presence impacts different types of
interactions as well as learning outcomes. Conducted at two South Korean universities, the
participants of this study were 547 university students who took online English conversational
classes. The results of this study illustrate that learner-instructor and learner-content interactions
had a positive impact on social presence and, as a result, on student learning. Bailey concluded
that social presence, with regard to creating a sense of belonging, in online video conferencing
classes was recognized as an important factor in students’ learning outcomes. He also reaffirms
the findings of past studies that demonstrate the positive effect of social presence on expected
learning outcomes. This is related to the work of Martin et al. (2022) which demonstrates that
each of the elements of COI, namely teaching, social, and cognitive, have a significant effect on
actual learning, student success.
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Finally, echoing the findings of the aforementioned studies, Martin et al. (2022)
conducted a meta-analysis of 19 empirical studies on the three elements of COI. Martin et al.
sought to understand and investigate the correlations between COI presences, actual and
perceived learning and student satisfaction in both online and blended courses. The results of this
meta-analysis suggest that all COI presences have a significant impact on both actual and
perceived learning outcomes. Teaching presence was found to be the most effective element for
actual learning in online and blended learning. Martin et al. recommend that teachers should
increase COI presences in the online learning setting. The authors also emphasize the importance
of getting in touch with the teacher for teaching presence, facilitating conversations and chats
synchronously for social, and reading or commenting platforms for cognitive presence to
improve students’ success.
Given the aforementioned findings, research demonstrates that interaction and COI
presences have a positive impact on academic outcomes and achievement in online learning.
This includes the studies conducted by the authors mentioned previously. Hostetter (2013)
illustrates that students with the highest degree of social presence got the highest ratings on the
CAT. Another study conducted by Kurucay (2015) articulates that when learner-learner
interaction and collaboration took place, students took higher grades than students who worked
by themselves. Following this, Rockinson-Szapkiw et al. (2016) claim a positive relationship
between students’ high course scores and their sense of teaching, social, and cognitive presence.
Then, Bailey (2021) points out that social presence influenced learning outcomes in online video
conference classes. Finally, Martin et al. (2022) suggest that each of the original elements of the
COI, teaching, social, and cognitive presence, had a significant effect on actual learning which is
student success. Based on these findings, it can be inferred that it is important to establish a
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presence as a teacher and student in online English language learning and provide opportunities
for student interaction because both elements, interaction, and presence, can affect students’
learning outcomes including success. Especially, in online English language courses, interaction
plays an important role since it is learning a language. The findings obtained from these studies
highlight the need for feeling a sense of community in online learning as there is physical
distance. Without feeling a sense of connectedness, it is challenging for teachers to build a
community and teach online. Taken together, this body of research justifies the claim that high
levels of COI presences may contribute to academic achievement in online English learning.
Summary
This literature review claims that fostering interaction and creating presence, especially
high levels of social and teaching presence, may contribute to academic achievement in online
English learning. Evidence that supports this claim includes (a) there is a lack of interaction in
online learning compared to face-to-face learning; (b) there is a strong relationship between
interaction and COI presences, with emphasis on social and teaching presence, in online
learning; (c) interaction and COI presences have a positive impact on academic outcomes and
achievement in online learning. This evidence can be understood through the theoretical
framework of the COI. This claim and body of evidence address the need for different types of
interaction and for creating, especially, social and teaching presence that supports the cognitive
presence to build a community in online English classes by articulating what is known about the
influence of interaction and of teaching, social, and cognitive presence for building a community
of inquiry and successful learning process in the online setting.
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CHAPTER III
THE PROJECT AND ITS DEVELOPMENT
Brief Description of the Project
The title of this field project is Fostering Teaching and Social Presence Through
Interactive and Engaging Virtual/Online Classes. It is an e-guide designed for English language
teachers who teach grammar online synchronously via videoconferencing tools to young adults
and adults in higher education, community colleges, and language schools. It is intended to help
English language teachers to foster high levels of social and teaching presence and promote
meaningful student interaction to be able to build an online learning community in their
virtual/online courses.
The guide is called an e-guide because it is in a digital format and presented as a
clickable PDF file. It starts with the “Note to Teachers” section and continues with “Reminders
Prior to the Lessons,” “Table of Contents,” “Scope and Sequence,” “An Overview of Sample
Lesson Plans,” “Abbreviations and Symbols,” “How to Use the Tools in This Guide,”
“Objectives” and “Quick Overview” sections along with the sample lesson plans.
The “Note to Teachers” section explains the target audience, the purpose of the guide, the
lesson structure, and the need for digital literacy, and informs about the adaptability of the
guide. The “Reminders Prior to the Lessons” section reminds teachers of important things
before applying these lesson plans to their courses. These include: (a) making sure that all
students have a personal or school e-mail account and access to the tools; (b) teaching the basics
of the online tools used in the sample lesson plans in advance and avoiding having students do
the activity and learning the tools in the same lesson period; (c) trying to access the embedded
tools in the sample lesson plans before starting teaching; (d) remembering to share the screen
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and links with students; (e) showing the Google Slides in presenter mode as slides are animated;
(f) encouraging students to participate in discussions and appreciate their contributions. The
“Table of Contents” and “Scope and Sequence” sections present the contents of the guide and
the sequence of the sample lesson plans. The “An Overview of Sample Lesson Plans” section
helps teachers to view the grammar topics and contents taught in each lesson and the related
online tools that are hyperlinked. The “Abbreviations and Symbols” section shows the
abbreviations and symbols used in the sample lesson plans. The “How to Use the Tools in This
Guide” section provides video tutorial links to the online tools. Lastly, the “Objectives” and
“Quick Overview” sections of each sample lesson plan inform teachers about the learning
outcomes for the lesson and help teachers to have an idea of the lesson structure, the length of
stages, and the related tools.
The e-guide consists of four sample lesson plans focusing on four grammar topics. The
sample lesson plans aim at intermediate (CEFR-B1) level English language learners with digital
literacy skills. The activities are designed to engage different types of learners and multiple
intelligences.
Grammar Topics
The grammar topics taught in these lesson plans are in order as follows: teaching used to,
revising the modals must, have to, can, cannot, should, shouldn’t, teaching for and since with the
Present Perfect tense, and revising the Present Unreal Conditional.
The aforementioned grammar topics are determined by considering their difficulty in
learning and teaching due to the different language systems acquired by English language
learners. For example, based on my teaching experience as a non-native English teacher, I can
state that some languages, such as Turkish, do not have the Present Perfect tense and do not
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construct their tenses with auxiliary verbs as English does. Besides, the difference between for
and since used with the Present Perfect tense may not be recognized easily as the time words
indicate the duration and a specific/start time. In terms of using auxiliary verbs, teaching modal
verbs can also be considered in this category. The other grammar topics used to and the Present
Unreal Conditional can also be confusing for non-native students regarding the complexity of
the concepts and forms. Therefore, it is my belief that teachers may face challenges in teaching
these topics. In addition, the order of the grammar topics in these sample lesson plans is
intentionally selected based on the complexity of the structures. However, teachers are not
required to follow the order when applying these lesson plans. The lesson plans can be seen as a
guide for teachers to structure their lessons. They can benefit from them by considering the
curriculum developed by their educational institutions and students’ prior knowledge.
Themes and Objectives of the Sample Lesson Plans
The themes of the sample lesson plans are intentionally chosen to be real-life based to
make the lessons relevant to students' lives and to personalize teaching which fosters teaching
and social presence. The first sample lesson plan teaches used to in the context of childhood and
past habits and is structured for a 90-minute class. The theme is considered to be relevant to
students' lives as they were once children and had past habits. The objective of the lesson is that
students should be able to talk about their past habits using used to. The second sample lesson
plan revises the modals must, have to, can, cannot, should, and shouldn’t in the context of where
we live and is structured for a 120-minute class. The theme is thought to be beneficial to
students as it teaches things to know before renting an apartment which can most likely happen
or already happened in their lives. The objective of the lesson is that students should be able to
talk about obligation, necessity, ability, giving advice, express permission, and prohibition. The
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third sample lesson plan teaches the use of for and since with the Present Perfect tense in the
context of the Internet and Technology and is structured for a 135-minute class. The theme of
this lesson is an easy topic to get students engaged as everybody uses the internet and
technology inevitably. The objective is that students should be able to talk about what has
changed in their lives recently using the Present Perfect tense with for and since. The fourth
sample lesson plan revises the Present Unreal Conditionals in the context of imaginary
situations and is structured for a 135-minute class. This context helps students express things
that are impossible in the present or future. It can also enhance students’ creativity since they are
talking about hypothetical situations. At the end of the lesson, students should be able to talk
about imaginary situations using the Present Unreal Conditional.
Activities
The activities in each lesson plan are designed by using a variety of online tools to foster
teaching and social presence and to facilitate student interactions. The activities and instructions
that foster teaching presence include the following: providing frequent interaction, facilitating
student interaction in discussions, giving feedback promptly and timely, sharing your story,
using your photos, showing your personality, supporting group discussions and encouraging
collaboration among students, structuring the materials, providing students opportunities to
share their comments and ideas, designing the activities based on different learner types, and
providing sufficient time for all stages of the lesson plans. The activities and instructions
fostering social presence are as in the following: encouraging students to share their stories,
experiences, and lives, implementing a song to the lesson, sharing your personal stories as a
teacher, using interactive online tools, promoting group discussions and brainstorming,
commenting on each other's posts/works, using emojis and stickers to react to the other
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classmates’ work, reporting to the class by summarizing the discussions, giving feedback, and
incorporating interactive online applications/tools.
Furthermore, different types of interaction are promoted based on the activity type at
each stage: teacher-student(s), student-student (pair work), and student-student (group work). In
the group work activities, the division of students is based on a sample class size of 18 students.
Stages
Each sample lesson plan is composed of six stages: Engage / Warm-up, Study Presentation, Controlled Practice, Semi-controlled Practice, Free-er Practice/Application, and
Extension - Independent Work. The duration of these sample lesson plans varies depending on
the difficulty of the topic and different educational settings. Teachers can adapt the timing to
their educational settings and based on their students’ pace of learning.
Engage / Warm-up
In this stage of the sample lesson plans, a real-world context is set with a focus on the
meaning of the target language. The activities and visuals used in this stage are designed to
activate students’ prior knowledge and engage them in a real-world context (Parrish, 2019).
Vocabulary related to the contexts is pre-taught so that students can grasp the meaning of the
words and comprehend the contexts better.
Past habits in the first sample lesson plan are introduced with the teacher’s childhood and
present photos. The pictures of the teacher’s past and present habits are presented on the Canva
whiteboard tool. The context of the second sample lesson plan, where we live, gets students’
attention with the survey on the Poll Everywhere tool. The pictures for the reading text on the
Google Slides help students activate their prior knowledge. To facilitate students’ reading
comprehension, the vocabulary of the reading text is also pre-taught before they encounter those
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words. The topic of the internet and technology is selected to set a real-life context through a
reading text about Google presented on the Google Slides in the third sample lesson plan. To
activate the prior knowledge, the logos of the brand are shown to students and the vocabulary of
the reading text is pre-taught as in the previous lesson plan. In the last sample lesson plan,
talking about music helps students to engage in the lesson before listening to a song. As in the
previous lessons, the vocabulary of the song is presented on Google Slides and pre-taught.
Study - Presentation
This stage of the sample lesson plans aims to focus on the form and function of the target
language by checking students’ understanding through activities and concept-checking
questions (Parrish, 2019). At this stage, it is important to elicit and highlight the grammar
structure to have students detect the patterns (Parrish, 2019) or to help them recall.
In the first sample lesson plan, the target language used to is presented in the context of
past and present habits of the teacher using the Canva whiteboard tool. After talking about these
habits, concept checking questions (CCQs) are asked to check students’ understanding and a
model sentence is analyzed to draw their attention to the pattern and to focus on form, plus
pronunciation. In the following sample lesson plan, the modal verbs are presented through a
reading text titled ‘An Apartment Lease’ on Google Slides. After having students read for gist, a
few questions are asked to check their comprehension. To check their understanding of the
modals, students are shown the model sentences with highlighted parts for the modals. The form
is also revised in case students do not recall. The same procedure for checking students’
comprehension of the reading text is applied in the third sample lesson plan. Since this lesson
teaches the time words for and since with the Present Perfect tense, drawing a timeline and
arrows is used to help students visualize the events/actions with the correct time word. Also, the
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question form with How long and the answer to it is elicited from students. Lastly, it is intended
to use the power of music in the last sample lesson plan. The Present Unreal conditional is
introduced through imaginary situations in a song titled ‘What would you do?’ on a blog page.
Since it is a revision lesson, students are considered to have prior knowledge of this structure.
Still, the form and meaning of the target language are revised on Google Slides and elicited
from students through the CCQs and additional questions.
Controlled Practice
At the beginning of the target language production, it is important to have students
practice the language with restricted use (Parrish, 2019). Accordingly, the purpose of having
students practice through controlled activities is to focus more on accuracy and build confidence
in themselves to use the target language. The teacher is in the role of the conductor and corrects
errors, and gives feedback for accuracy more often than in the next stages.
To start with, the target language of the first lesson plan, used to, is practiced through a
live quiz on Quizizz where students are asked to rewrite the sentences using the correct form. In
the second lesson plan, students practice the revised modal verbs through an interactive
fill-in-the-blanks activity on Nearpod. In the following sample lesson plan, students’
understanding of the difference between time words for and since is checked through a
matching activity on the Google Slides presentation. After checking the use of these time words
with appropriate time expressions, students practice the use of the Present Perfect tense vs Past
Simple with these time words. As an additional activity, playing one truth and a lie game helps
students practice the target language with the given time expressions. In the last sample lesson
plan, students revise the Present Unreal Conditional through a live Kahoot! game including
multiple-choice activities with different instructions.
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Semi-controlled Practice
The activities at this stage are less restricted than in the controlled practice. Each sample
lesson plan provides semi-controlled activities that aim to focus more on fluency and move to a
more spontaneous language (Parrish, 2019) where students can also choose their own
utterances. Depending on students’ learning ability, the teacher is more in the role of facilitator.
They still give feedback and make error corrections for accuracy.
In the first sample lesson plan, students are asked to write one true and one false sentence
about themselves using the verbs they choose from Let’s Guess! game on the Canva whiteboard.
They try to find out the truth about their group members. In this activity, students have the
freedom to write their own statements using the verbs and the target language used to. In the
next sample lesson plan, students are asked to write a dialogue between a real estate agent and a
customer using the given information and the revised modals. The aim of this activity is to
encourage them to create their online comic scripts by writing their dialogue on the online
comics tool Make Beliefs Comix. In the third sample lesson plan, the time words for and since
are practiced through a survey, a guessing activity, on Google Docs. Students complete the
sentences and make guesses about their group members by using the question form. To revise
the Present Unreal Conditional, students are given situations and asked to discuss the question
‘What if..?’ on Padlet. Students write what they would do in the given situations. After this
activity, students write a chain story on the Canva storyboard by completing the sentences. The
aim of these activities is to help students reinforce the topic using their creativity and
imagination.
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Free-er Practice / Application
The focus of free activities is on fluency (Parrish, 2019) and this type of activity gives
students the opportunity to extend their language production by using the given prompts freely.
Accordingly, the target language is produced spontaneously and unpredictably (Parrish, 2019).
The prompts in the activities are related and can be applied to students’ real/daily life. The
teacher is in the role of facilitator and monitors students to evaluate the achievement of the
learning outcomes. Feedback is not given as often as in the controlled activities, but is handled
after the activities are finished. Error correction can also be applied at the end of the tasks.
Students practice the target language, used to, in the first sample lesson plan through a
speaking activity using the Flip Cards created on Microsoft PowerPoint. Each card is numbered
and involves a topic. Based on the chosen number, students are asked to talk about the assigned
topic and how things used to/didn’t use to be in the past. In the second sample lesson plan,
students are given discussion topics on a mind map template on Miro. They are asked to
brainstorm and write their answers in the assigned columns. In the next sample lesson plan,
students are asked to discuss the topic they choose on Jamboard and share their ideas with the
class. In the last sample lesson plan, students write about the things they would change in their
lives and their reasons on Google Slides.
Extension - Independent Work
The extension activities are not applied in the online class, but outside of the online class.
These activities provide opportunities for students to apply to the real world.
As an extension to the first lesson plan, students practice the target language used to
independently. They create a social media post as in real life by answering the given questions
about their past. In the extension of the second sample lesson plan, students write a comparative
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essay using the ideas they discussed regarding apartment leases to revise the modals. Students
interview their friends or family members to talk about what has changed in their lives since
they moved to this city/country to practice the time words for and since taught in the third lesson
plan. Finally, to revise the Present Unreal Conditional in the last lesson plan, students write a
paragraph about what they would do if they were the person they would like to be.

Development of the Project
The idea of creating an e-guide for English language teachers who teach online
synchronously emerged from my personal experiences as a volunteer ESOL teacher and
graduate student during the swift shift from face-to-face to online teaching due to the Covid-19
outbreak in January 2020. With this transition, most of the teachers experienced challenges in
online teaching, and since then, I have had a chance to discuss these challenges with some
professors in the field.
Based on my personal experience and the discussions with professors from different
educational settings, I found out that building community in online classes is more challenging
when compared to the face-to-face setting. The underlying reasons turned out to be the quality
and number of interactions, as also supported in the literature review. In a traditional classroom,
face-to-face teaching, students feel less isolated as they interact with each other and the teacher
more.
When I reviewed the literature about building community in online courses, I found that
these underlying reasons are influenced by especially teaching and social presence. Teaching
and social presence are important factors to consider in teaching online as they affect students’
educational outcomes including academic achievement.
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Furthermore, during the transition from face-to-face to online teaching, the importance of
digital literacy skills that teachers should be equipped with was seen and emphasized by the
administrators and teachers. However, there remained a lack of understanding of the concepts of
teaching and social presence to be promoted in online courses through high levels of meaningful
interaction. Accordingly, I addressed the need to raise teachers’ awareness for creating teaching
and social presence, which supports cognitive presence, to be able to build community in online
educational settings, which will also impact students’ educational outcomes.
Based on this, with my field project, I intended to create a clickable digital guide, which
I refer to as an e-guide, consisting of four sample grammar lesson plans to help teachers of adult
English language learners (ELLs) build community in their online classes by creating high levels
of teaching and social presence through different types of interactions.
While creating this e-guide, I proceeded with the following steps. First, I chose four
different grammar topics that I considered to be more challenging for ELLs and English
language teachers based on my teaching and learning experience as a non-native speaker.
Secondly, I decided on the context of each lesson plan. I chose the contexts that engage students
with the target language in a real-world context and provide personalization through meaningful
communication. I believe it is important to find topics that are relevant and interesting to
students. Then, I structured the stages of the sample lesson plans based on the “integrated and
contextualized language lesson” (Parrish, 2019, p. 59) format introduced in my previous
Methods and Materials class I took at UCBX. Accordingly, for each stage, I designed the flow of
instructions and activities that will foster teaching and social presence through student
interaction and collaboration. Since I created these lesson plans for online synchronous teaching,
I incorporated various online tools into activities to make the lesson more engaging and
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interactive. Different tools are used for different activities to meet the objectives of the lessons.
The related tools are written in each stage and hyperlinked. Teachers can access the activities on
the tools with one click. They cannot edit but only view the activities, as these activities are open
to anyone with the link. Also, these online tools can be widely applied to different educational
settings and curricula, such as other grammar or skill lessons. I aimed to find and use the right
tool for each activity. While designing each activity, I considered its adaptability and
applicability to online teaching. After creating each, I thought of the online tools I used and
searched for new free online tools. I tried to find which tool would fit best with each activity for
online synchronous teaching in terms of its interactivity and features. I also benefited from my
online teaching and learning experience regarding practicality, accessibility, applicability, and
effectiveness. Regarding the timing of each stage, I tried to set realistic timings considering the
time window when students are accessing and working on the tools. However, teachers can
adapt the length of the lessons to their curriculum.
Furthermore, regarding face validity, the design, the images, and the color choice of the
e-guide are important, particularly for this field project. I intended to make this e-guide look fun
because the grammar textbooks I used before generally looked boring and not very colorful. In
my view, the design of this e-guide will help English language teachers feel motivated and
enthusiastic about teaching grammar which will lead to effective teaching. This is supported by
Hooda and Annu’s (2018) study showing that the effectiveness of teaching is closely correlated
with teacher enthusiasm.
In conclusion, it is my belief that adopting these lesson plans, using the activities, and
following the instructions as a reference will increase student interaction and engagement, thus
the levels of social and teaching presence to build an online learning community. Thereby, I
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hope this e-guide will contribute to students’ academic achievement and help teachers deliver
meaningful interactive teaching online.
The Project
The project can be found in its entirety in the Appendix.
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CHAPTER IV
CONCLUSIONS AND RECOMMENDATIONS
Conclusions
With the COVID-19 pandemic, all parties of education, including policymakers,
administrators, teachers, and students from different educational institutions, faced challenges
worldwide when swiftly shifting from face-to-face to online learning. The challenges teachers
faced included, but were not limited to, creating an online presence, experiencing stress when
redesigning their courses for the online format, learning online educational tools, and making
the content interactive and engaging online (Serhan, 2020). Students, including young adult and
adult English language learners (ELLs), experienced challenges as in the following: a lack of
interaction with peers and instructors, low participation, a sense of isolation, and a lack of sense
of community (Harsch et al., 2021; Serhan, 2020; Tumen Akyildiz, 2020), all of which can
affect academic outcomes negatively.
Regarding the challenges of online teaching during the pandemic, the literature has been
reviewed, and the following found: (a) interaction is an essential factor in online learning, but
students feel a lack of interaction with their peers and instructors compared to their face-to-face
classes (Balbay & Erkan, 2021; Harsch et al. 2021; Serhan, 2020; Sevy-Biloon, 2021; Tumen
Akyildiz, 2020); (b) interaction and social and teaching presence, two elements of Community
of Inquiry (COI) presences, are strongly related to each other in online learning (Horzum, 2015;
Kurucay, 2015; Lear et al., 2010; Sen-Akbulut et al., 2022; Tu & McIsaac, 2002); (c) interaction
and COI presences have a positive impact on academic outcomes and achievement in online
learning (Bailey, 2021; Hostetter, 2013; Kurucay, 2015; Martin et al., 2022; Rockinson-Szapkiw
et al., 2016).
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As seen in the literature review, interaction plays a crucial role in building community
through fostering social and teaching presence, and in academic outcomes. Numerous studies
show that the factors influencing the frequency and quality of interaction in online courses
include teaching and social presence. To create a community of inquiry and deliver meaningful
and successful online courses, the need for these presences has been documented since Garrison
et al.’s (2000) theory of COI. Like in other branches, creating teaching and social presence is
important in second language classrooms because they contribute to community development
and students’ academic outcomes (Lear et al., 2010; Martin et al., 2022). Teaching presence is
considered the most influential presence for students’ actual learning and academic success in
online education (Martin et al., 2022; Rockinson-Szapkiw et al., 2016); not only is teaching
presence significant, it also contributes to cognitive presence (Sen-Akbulut et al., 2022). The
absence of both teaching and social presence can affect educational outcomes and academic
success negatively as they contribute to feelings of isolation (McLaren, 2010; Sen-Akbulut et
al., 2022; Tumen Akyildiz, 2020) and students’ participation in an online learning environment
(Kozan & Richardson, 2014).
Based on the reviewed literature and my online experience as a teacher and a student
during the pandemic, I wanted to address the need to raise awareness for creating social and
teaching presence to build community in synchronous online English language classes.
Accordingly, in my field project, I designed activities that will increase interaction and
engagement, thus, students’ academic achievement. I created the field project as an e-guide for
teachers of adult ELLs delivering online synchronous English courses using videoconferencing
tools. It provides four sample lesson plans with interactive and engaging activities based on four
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different grammar topics and presented on various online tools.
My field project will be helpful to teachers of adult ELLs as it can help them understand
the importance of creating high social and teaching presence levels. I believe that all the
activities designed with online tools will help them build community and increase
teacher-student and student-student interaction, thus, students’ academic achievement.
Accordingly, students will not feel isolated but connected with their classmates and the
instructor, which will positively impact their educational outcomes.
In conclusion, making well-structured lesson plans considering multiple intelligences,
focusing on different types of interaction, and integrating the right online teaching tools with the
chosen activities will help teachers foster teaching and social presence. Thus, ELLs will be able
to connect, feel a sense of belonging, and be motivated to participate, engage, and interact more,
which will positively affect their academic success.
Recommendations
This e-guide entitled “Fostering Teaching and Social Presence Through Interactive and
Engaging Virtual/Online Classes” is designed for English language teachers teaching students at
the intermediate-level English language. Since there is a need for additional interactive teaching
materials for beginner-level ELLs, this e-guide could be improved or expanded to the beginner
level. Because of this field project's scope and time limitations, I chose to focus only on the
intermediate English language level.
I also highly recommend that teachers review the “Community of Inquiry” section in
Chapter II to better understand the theory that underlies this project and the “Note to Teachers”
section in the e-guide before starting to teach the lessons.
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Moreover, I suggest teachers modify the difficulty of activities and timing depending on
their students’ digital literacy skill levels and pace of learning. They can also use the same
online tools for teaching different grammar topics.
In addition, it is important to note that teachers use a video-conferencing tool that allows
them to divide students into groups and pairs for the activities.
Last but not least, for teachers, incorporating the online tools used in the e-guide into
their online classes might seem challenging at first. Therefore, teachers should first use and learn
the tools by watching the video tutorial links provided, practicing them, and teaching the basics
to their students at the beginning of the semester.
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APPENDIX

Fostering Teaching and Social Presence
Through Interactive and Engaging Virtual/Online Classes

FOSTERING TEACHING & SOCIAL PRESENCE
THROUGH INTERACTIVE AND ENGAGING
VIRTUAL/ONLINE ENGLISH CLASSES

Merve Beyazit Taner

Note to Teachers
This guide is designed for English language teachers who teach grammar
synchronously online to young adults and adults via video conferencing tools.
This guide aims to enrich online English grammar classes by providing sample
lessons that leverage online tools to increase social and teaching presence, help
teachers build an online learning community, and promote student interaction
during lessons.

Lesson Structure
This guide includes four sample lessons that focus on different grammar topics
with activities that engage different types of learners and multiple intelligences.
Using a variety of online tools, the activities are designed to foster teaching
presence and social presence and facilitate interactions. The goal is for students to
feel a sense of community while teachers deliver successful and effective online
synchronous English courses.
The sample lesson plans aim at intermediate (B1) level English language learners
with digital literacy skills in higher education, community colleges, and language
schools. However, teachers can design more complex and challenging activities
using the same online tools for upper levels.
The themes of these lesson plans relate to real-life situations. They are intentionally
chosen to make the lessons relevant to students’ lives and to personalize teaching
which fosters teaching and social presence.
The chosen grammar topics in this guide are considered to be more challenging
for English language learners at the intermediate level to learn.
The duration of these sample lesson plans varies intentionally depending on the
topic and different educational settings.

1

Note to Teachers

Digital Literacy
Teachers must have adequate digital literacy to use these tools in online teaching.
If not, they can check the ‘How to use the tools in this guide’ section to learn more
about the tools. Also, students should have basic computer skills before teachers
start implementing these materials.
It might be challenging for teachers to use all the online tools provided in this
guide within a given lesson period. These tools only give teachers an idea about
how to design activities with an appropriate tool.

Adaptation
This guide should only be used as a reference for designing new activities based
on different grammar topics and English proficiency levels. Teachers can either
adopt or adapt these lesson plans, activities, and online tools to their educational
settings depending on their students’ digital literacy skill levels and the curriculum.

2

Reminders
Prior to the Lessons

Make sure that all your students have a personal or school email account and
have an access to these online tools at the beginning of the semester.
All the underlined words/tools are hyperlinked.
Remember that all the shared links are set to viewer mode, not the editor. You
and your students can view the documents but not edit them. To be able to edit
the documents/activities, create the same activities using the tools.
Try to access the tools by yourself before each class in case a problem occurs.
Teach the basics of each online tool used in these lesson plans before teaching
any topic using these tools. Do not teach and do the activity in the same lesson
period.
Share your screen each time you use a tool and the links to the online tools with
students.
Show the Google Slides in presenter mode. Some slides are animated.
Do not forget to assign roles to students in group work activities.
To foster teaching presence, do not forget to encourage students to participate
in discussions and to appreciate their contributions.
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Scope and Sequence
Lesson Plan #1: Teaching 'used to'
Stage 1: Engage / Warm-up
Stage 2: Study - Presentation
Stage 3: Controlled Practice
Stage 4: Semi-controlled Practice
Stage 5: Free-er Practice - Application
Stage 6: Extension - Independent work

Lesson Plan #2: Revising the Modals
(must/ have to/ can/ cannot/ should/ shouldn't)

Stage 1: Engage / Warm-up
Stage 2: Study - Presentation
Stage 3: Controlled Practice
Stage 4: Semi-controlled Practice
Stage 5: Free-er Practice - Application
Stage 6: Extension - Independent work

Lesson Plan #3: The Present Perfect - Teaching for & since
Stage 1: Engage / Warm-up
Stage 2: Study - Presentation
Stage 3: Controlled Practice
Stage 4: Semi-controlled Practice
Stage 5: Free-er Practice - Application
Stage 6: Extension - Independent work

Lesson Plan #4: Revising The Present Unreal Conditionals
(Second conditional)

Stage 1: Engage / Warm-up
Stage 2: Study - Presentation
Stage 3: Controlled Practice
Stage 4: Semi-controlled Practice
Stage 5: Free-er Practice - Application
Stage 6: Extension - Independent work
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An Overview of
Sample Lesson Plans
Teaching Grammar
Lesson
Plan #

1

Lesson Plan Title

Teaching ‘used to’

Content

Past Habits

3

4

(must / have to / can /
cannot / should /
shouldn't)

The Present Perfect
Teaching for & since

Revising The Present
Unreal Conditionals
(Second conditional)

Canva Whiteboard
Quizizz
Microsoft PowerPoint

Where We
Live

Poll Everywhere
Google Slides
Nearpod
Makebeliefscomix.com
Miro

Internet
and
Technology

Google Slides
Google Docs
Jamboard

Imaginary
Situations

Google Slides
Ken Wilson’s Blog Page
Kahoot!
Padlet
Canva Storyboard

Revising the Modals
2

Tools

6

Abbreviations and Symbols
Abbreviations
T

Teacher

SS

Students

S-S PW

Student-student pair work

S-S GW

Student-student group work

T>>>>C

Teacher-whole class interaction

Min.

Symbols
#

Number

Minutes

7

How-To
Videos

How to Use the Tools in This Guide
Tools

Video Tutorial Links

Canva Storyboard

https://youtu.be/uHbJZDwrXjM

Canva Whiteboard

https://youtu.be/nbzTwpbAJkM

Google Docs

https://youtu.be/vIsOMSyouUw

Google Slides

https://youtu.be/7vSnesQDLBE

Jamboard

https://youtu.be/GbytD_LNVNM

Kahoot!

https://youtu.be/KJgZZQcsSPk

Makebeliefscomix

https://youtu.be/tisUMlm-kJw

Microsoft
PowerPoint

https://youtu.be/DzPhjLPLLeg

Microsoft
PowerPoint
(Flip Card)

https://www.microsoft.com/enus/videoplayer/embed/RE2clwo?pid=ocpVideo1-innerdivoneplayer&maskLevel=20&market=en-us

Miro

https://youtu.be/pULLAEmhSho

Nearpod

https://youtu.be/stIWHnJx5rc

Nearpod
(Fill in the blanks)

https://youtu.be/MT3-JuFzkVg

Padlet

https://youtu.be/pLdZJAc3bGQ

Poll Everywhere

https://youtu.be/NgaxBH4FnMs

Quizizz

https://youtu.be/2N78uLqb5XI
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Sample Lesson Plan # 1
Teaching 'used to'

Past

Past

90 min.
Objectives :
By the end of the lesson, students should be able to talk
about their past habits using ‘used to’.

Quick Overview

Time

Tools

Stage 1

Stage 2

Stage 3

Stage 4

Stage 5

Stage 6

Engage
Warm-up

Study
Presentation

Controlled
Practice

Semicontrolled
Practice

Free-er
Practice
Application

Extension
Independent
Work

10 min

15 min

20 min

30 min

15 min

-

Canva
Whiteboard

Canva
Whiteboard

Canva
Whiteboard
Quizizz

Canva
Whiteboard

Canva
Whiteboard
Microsoft
PowerPoint

Microsoft
Word
or
PowerPoint

10

Past

10 min.

Stage 1
Engage / Warm-up
Setting the context
Tools

Interaction

Procedure
Reminder: To be able to make the lesson flow, make sure you
delete the sections titled examples. The examples are only
shared to give you an idea. Example photos are inserted on
the Canva whiteboard template. Replace them with your
childhood and current photo before the class starts. If
preferred, replace the habits pictures with yours. Depending on
the class size, add more habits pictures.
Share your screen. Go to the Canva whiteboard and share the
link with SS. Make sure that anyone with the link has editing
permission.
Go to the top of the template, zoom in, show only your
childhood photo, and ask SS who this is (you). Let them guess. 
After their guesses, ask them how old you were (12). Confirm
their guesses. Then, zoom out and show two photos of you
below with the titles ‘When I was 12, …’ and ‘now.’

Canva
Whiteboard

T>>>>C

Point to the pictures below the titles. Tell them that the
pictures are in random order. Ask SS: “Which pictures belong to
my childhood/current photo?”.
SS have 5 min. Set the timer on the bottom corner of the editor
to 5 min to let SS know how much time is left and when the
time is up. Depending on their guesses, have them drag the
pictures
under
the
related
title
by
using
their
mousepad/touchpad/mouse. Have each student drag at least
one picture or more, depending on the number of pictures. Give
feedback. If needed, match the pictures with the correct photo
(either with your childhood or current photo).
By pointing to the pictures, ask SS what they think these
pictures are. Elicit the answer from them (habits, activities).

11

Past

15 min.

Stage 2
Study - Presentation
Elicit and highlight the grammar
Concept checking questions (CCQs)
Tools

Interaction

Procedure
Find the connectors on the left side of the whiteboard by
zooming out. Use a connector to connect a particular past
habit picture to a present one so that SS can follow while you
are talking about/comparing the past and the present habits.
Reminder: Two examples of connecting pictures are given
below the activity on the whiteboard. Delete it before starting
the class.
Talk about your past (childhood) and present habits by
pointing to the pictures:

Canva
Whiteboard

T>>>>C

“When I was 12, I used to watch cartoons in the
evenings, but now I watch series on Netflix. I used to
eat chips, but now I eat salad. I used to ride a bike
every day, but now I drive. I used to drink milk every
morning, but these days I drink coffee every morning.
I used to spend a lot of time on toys, but now I spend
a lot of money on books. I used to play volleyball
with my friends on Sundays, but these days I play
tennis”.
Write a model sentence on the whiteboard. An example is
given (I used to drink milk every morning). Point to the pictures
related to your childhood again and say: “When I was 12, ……”.
Let SS complete the sentence. Add 3-4 more model sentences
under the example sentence by using the textbox tool on the
left sidebar.
Repeat one sentence with ‘used to’ (I used to drink milk every
morning) and ask CCQs: “Do I drink milk every morning/now?
(no), Did I drink milk every morning when I was 12? (yes), How
many times did I drink milk? Once or many times? (every
morning, not once, many times)”.
Emphasize that ‘used to' is used to talk about past habits or
activities that happened regularly but are no longer true
now/in the present.

12

Past

15 min.

Stage 2
Study - Presentation
Elicit and highlight the grammar
Concept checking questions (CCQs)

Tools

Interaction

Procedure
Put the plus sign next to one of the modal sentences on the
Canva whiteboard. An example is given ( (+) I used to drink
milk every morning). Elicit from SS that we use ‘used to’ and
add the main verb (base form of the verb) for affirmative
sentences.
Under the model sentence, put the minus sign (-) and ask SS:
“How can I say it negative?”. Elicit answers from SS (I didn’t
use to drink milk every morning). Give feedback. Write the
negative sentence next to the minus sign.

Canva
Whiteboard

T>>>>C

If needed, focus on the form by activating their knowledge
about the Simple Past tense (did + not + base form of the
verb).
Put a question mark under the previous sentence (?). Elicit the
question form from SS (Did you use to drink milk?) and
answers to this question (Yes, I did / No, I didn’t).
Pronunciation: Individual repetition: Say the model sentences
with ‘used to’. Emphasize the pronunciation of used to /ˈjuːst
tə/. After saying the affirmative model sentence, have SS
repeat it individually for pronunciation.
Give feedback.

13

Past

20 min.

Stage 3
Controlled Practice

Tools

Interaction

Procedure
Scroll down to the Quizizz icon on the whiteboard. Click on the
picture frame and open the embedded link in a new tab. Go to
Quizizz.
Tell SS that you are going to play a live game that includes 7
questions.
Start the live quiz by choosing the instructor-paced session.
Ask SS either to type joinmyquiz.com on the web browser or
share the link with them so that they can join the game.

Canva
Whiteboard
Quizizz

Share the game pin on the screen with SS.
T>>>>C

Tell SS to write an appropriate nickname while joining the
game.
Remind SS of the game rule: writing a complete sentence.
After all of the SS join, start the game.
After each question, click the live whiteboard tool at the
bottom. Use the drawing tool on the right sidebar to give
feedback for accuracy.
After giving feedback, end the live whiteboard tool and
continue to the next question.
At the end of the game, show the leadership chart and
congratulate the winner at the end of the game.
Go back to the Canva whiteboard and show SS the stickers next
to the Quizizz icon on the left. Ask them to drag the stickers to
express if they liked/disliked the game.

14

Past

30 min.

Stage 4
Semi-controlled Practice

Tools

Interaction
T>>>>C

Procedure
On the whiteboard, scroll down to the ‘Let’s Guess!’ title. Ask
SS to choose one of the verbs on the stickers to write two
sentences on a piece of paper. Depending on the class size, if
needed, add more verbs.
SS should not write their sentences on the stickers. Tell SS that
they have to use the same verb for both sentences. One
sentence will include information that is true for them, and the
other sentence will include false information.
Set the timer to 5 min. SS have 5 min. to write their sentences.

S-S GW

Put SS in groups of 4. Remind them of their roles in the groups.
SS have 15 min. Tell them to share the sentence with false
information first (I used to watch horror movies). The other
group members are supposed to guess whether that is true or
not. After their guesses, they ask a question using the same
verb but change the information to find out the truth about
their group member (Did you use to watch comedy movies?).
The student confirms the guesses or shares the answer. SS play
it in turns.

T>>>>C

On the whiteboard, ask SS to write what they found
interesting/funny about their partner using the text box or
sticky notes under the elements tool on the left sidebar.

Canva
Whiteboard

Give feedback.

15

Past

15 min.

Stage 5
Free-er Practice / Application

Tools

Interaction
T>>>>C

Procedure
Reminder: Download the Microsoft PowerPoint presentation in
advance.
Tell SS that they are going to talk about how things were
different in the past / in their country’s past.
Move the mousepad/touchpad right, next to the ‘Let’s Guess!’
activity, and show the ‘Let’s Talk!’ title. Double-click on the
picture frame of Microsoft PowerPoint and open the embedded
link in a new tab. Click the ‘start slide show’ tab. Demonstrate
the activity by choosing a number (2). Click on the number, and
the card will be flipped. Read the topic (communication).
Explain how ‘communication’ used to be/didn’t use to be in the
past for 30 seconds.
Share the downloaded presentation with SS so they don’t have
to create a Microsoft email account during the class. Tell SS
that they are going to talk about the topic related to the
number they choose. The student who shared the screen is
supposed to click on the selected number. SS will see the topic
and they must talk about the topic for a minimum of 1 min. SS
take turns. Tell SS to leave the cards flipped so that they won’t
talk about the same topics.

Canva
Whiteboard
Microsoft
PowerPoint

When a student talks for a minimum of 1 min., they get 5
points. Each time a group member watches the time and
awards points. The student with the most points in the group is
the winner. Make sure SS can access the embedded link and
start the slideshow in their groups by sharing their screen.
S-S GW

Put SS in groups of 4. SS have 10 min. They can talk one more
round if time is left.

T>>>>C

At the end of the activity, give feedback and ask each group
who the winner is. Congratulate them.
Recap the main points of the lesson.

16

Past

Stage 6
Extension - Independent Work

SS create a social media post (Instagram/Facebook) on a Word document or a presentation
slide. In their posts, they answer the below questions about their childhood and attach their
pictures:
“Where did you use to live?
What books did you use to read?
How did you use to spend your weekends?
What problems did you use to have?”

Photo credits for all the photos on Canva, Quizizz, and Microsoft PowerPoint: CANVA
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Sample Lesson Plan # 2
Revising the Modals
(must / have to/ can /cannot /should / shouldn't)

Where
We
Live

Where
We
Live

120 min.
Objectives :
By the end of the lesson, students should be able to talk
about obligation, necessity, ability, giving advice, express
permission, and prohibition.

Quick Overview

Time

Stage 1

Stage 2

Stage 3

Stage 4

Stage 5

Stage 6

Engage
Warm-up

Study
Presentation

Controlled
Practice

Semicontrolled
Practice

Free-er
Practice
Application

Extension
Independent
Work

10 min

30-35 min

20 min

30-35 min

20-25 min

-

Miro

Miro

Poll
Everywhere

Tools

Google Slides
Google Slides

Google
Slides

Nearpod

Makebeliefsco
mix.com

19

Where
We
Live
Tools

10 min.

Stage 1
Engage / Warm-up
Setting the context
Interaction
T>>>>C

Procedure
Share your screen and go to Poll Everywhere.
Tell SS that they are going to take the survey with 3 openended questions about today’s topic.
Activate the poll and click ‘share’ on the top. Either share the
response poll link or the username with them. Make sure the
poll is activated. Show the poll in the presentation mode by
clicking ‘present’. SS will enter their names when joining the
poll and then click start survey. At the end of the survey, show
their responses and have SS share their ideas.

Poll
Everywhere

Share the Google Slides link with students as viewers, not
editors. Play the presentation in presenter view. Relate the
survey to the reading text by showing the first picture on
Google Slides.
Go to slide #1. By clicking, show the first picture on the slide
and ask SS the first question. Elicit answers. Click again, show
the second picture and ask the second question to elicit the
word ‘lease agreement.’ Click and show the third picture to
clarify the meaning. Ask SS what the reading text is about.
Elicit answers. Give feedback.

Google
Slides

S-S GW

T>>>>C

Go to slide #2. Put SS in groups of 3. Before having them read
the text, pre-teach the vocabulary with a matching activity.
Ask SS to match the words with their definitions. Tell SS that
one of the group members can share their screen to show the
others. SS have 3 minutes to do the activity.
Elicit answers from them as a whole class.
Give feedback. Show the answers by clicking.

20

Where
We
Live
Tools

30-35
min.

Stage 2
Study - Presentation
Revise the grammar
Concept checking questions (CCQs)
Interaction
T>>>>C

Procedure
Go to slide #3. Show SS the comprehension questions to let SS
have an idea of what to look for.
Go to slides #4, #5, and #6. Let SS read the text first. As they
already have the Google Slides link, they can also read the
text by themselves.

Google
Slides

S-S PW

Go to slide #7 (duplication of this slide is intentional). Tell SS
that one of them can share their screen to show their partner,
and they have 5 minutes to answer the comprehension
questions on the slide. Put them in pairs.

T>>>>C

Elicit the answers. Give feedback. Show them the answers by
clicking for animation.
Go to slide #8. Show the model sentences on this slide. Ask
CCQs by having SS tell which part of the highlighted sentences
shows permission, ability, obligation, and advice. SS have 5
min.
Elicit answers and give feedback.
Revise the form by eliciting from SS. Write additional sentences
with must, can, cannot, should, and shouldn’t on a new slide if
needed.

21

Where
We
Live
Tools

20 min.

Stage 3
Controlled Practice

Interaction
T>>>>C

Procedure
Go to the lesson on Nearpod and click the live participation
option. Share the link with SS. Ask SS either to click on the link
to be able to join the lesson or download the app to their
personal devices/phones and use the code on the screen. SS
can use their personal accounts to sign in or join as a guest.
Tell SS that they are going to fill in the blanks with the modal
verbs at the bottom of the screen. To able to do that,
demonstrate the activity by dragging and dropping a modal to
the appropriate place.

S-S GW

Ask SS do the same thing with their group members. Clarify
that the words ‘to’ belong to a phrasal modal they need to use
them together (have/has). Tell them to click ‘done’ when
completed. Put SS in groups of 3. SS have 15 min. to submit
their answers.
Reminder: When SS join, you can see them under the
participants on the taskbar at the bottom of the screen. In this
task, one student can drag and drop only one modal verb.
Therefore, depending on the class size, add more sentences.

Nearpod

T>>>>C

Show student names and answers by clicking the eye icon at
the bottom of the screen. SS can see their scores.
Give feedback - correct errors by dragging and dropping the
modal verbs to the appropriate places.
If needed, go back to the activity and use the ‘add activity’ tool
and add a slide to give more examples and feedback.

22

Where
We
Live
Tools

30-35
min.

Stage 4
Semi-controlled Practice

Interaction

Procedure
Go to Google Slides, slide #9. Read the conversation example.
Tell SS that this is introductory and that they are going to
write a phone conversation between a landlord or real estate
agent and a customer. Explain to them that they are going to
create comics online by writing their dialogue in the templates.
Ask them to write short sentences in the dialogue to create
their comics online.
Go to slide #10. Ask SS to use modal verbs they revised in this
lesson and the information below in their dialogue. Let them
add more information if they like. Put the below information
also in the chat:

Google
Slides

T>>>>C

allowing/not allowing pets,
parking on the street/
behind the building/ no parking,
smoking/no smoking, the availability date of the
apartment, application fee, paying utilities, security
deposit, heat, smoke detector, signing the lease
changing the locks, a minimum credit score, lease
length, monthly income

SS can go back and look at the information on these slides as
they have access to the Google Slides.

23

Where
We
Live
Tools

30-35
min.

Stage 4
Semi-controlled Practice

Interaction

Procedure

T>>>>C

Go to slide #11. Show the example you already created.
Explain to SS what a comic is so that SS have an idea about
the form.
Remind them to write short sentences in the dialogue to create
their comics online, and the goal is to make their comics funny!

Google
Slides

Go to makebeliefscomix.com. Scroll down and show the
features and prompts boxes. Ask them to use balloons and
prompt tools to create speech bubbles and other features in
the online comix. SS will also add characters they choose from
the features box. They can add more panels if needed.
makebeliefs
comix.com

S-S PW

T>>>>C

Put SS in pairs. One of the pair needs to log in to the website
to save their comics. They have 20-25 min. to finish the task.
When SS finish the task, ask them to share their screen in the
main room and role-play by reading their comics.
Give feedback.
Let SS choose the funniest comics.

24

Where
We
Live
Tools

20-25
min.

Stage 5
Free-er Practice / Application

Interaction
T>>>>C

Procedure
Go to the mind map template on Miro. Share the link with SS.
Make sure that anyone with the link has editing permission.
Ask SS to choose one of the questions and discuss their ideas
with the group members. Show them that each column is
assigned to a group based on their group number. Have them
write the question number on the column assigned to them.
Tell SS to use the sticky note tool on the left sidebar to add
their ideas. Remind them to use the modal verbs ‘must/have
to/ can/cannot/should/shouldn't’ in their sentences if possible.

Miro

S-S GW

Put SS in groups of 4. SS have 15 min. to finish the task. Each
group has to choose a presenter, a manager to manage the
group, a timekeeper to watch the time, and a supervisor to
share the screen and write on the template.

T>>>>C

Ask SS to present what they wrote. Let other SS ask questions
to the group and share their opinions.
Share what you found interesting about each group. Point
them out by using the highlighter and lasso tools on the left
sidebar or add an emoji to reflect on their work.
Encourage the class to add emojis to the other groups’ works.
Recap the main points of the lesson.

25

Where
We
Live

Stage 6
Extension - Independent Work

SS are asked to write a comparative essay using the information on the Miro where they wrote
their ideas in the last stage of the lesson.

Photo credits for the photos on Google Slide #1, #2, and #4: CANVA
Text credit for the texts and exercises on Google Slides #3, #4, #5, #6, #7, #8 and Nearpod: Grammar
in Context 2, 2021
Text credit for the lesson plan title: Grammar in Context 2, 2021

26

Sample Lesson Plan # 3
The Present Perfect
Teaching for and since

Internet
&
Technology

135 min.
Internet
&
Technology

Objectives :
By the end of the lesson, students should be able to talk
about what has changed in their lives in the recent years
using The Present Perfect tense with ‘for and since’.

Quick Overview
Stage 1

Stage 2

Stage 3

Stage 4

Stage 5

Stage 6

Engage
Warm-up

Study
Presentation

Controlled
Practice

Semicontrolled
Practice

Free-er
Practice
Application

Extension
Independent
Work

Time

15 min

35 min

30 min

30 min

25 min

-

Tools

Google
Slides

Google Slides

Google
Slides

Google Docs

Jamboard

28

15 min.

Stage 1
Internet
&
Technology

Tools

Engage / Warm-up
Setting the context
Interaction
T>>>>C

Procedure
Share your screen and the Google Slides link with students as
viewers, not editors. Play the presentation in presenter view.
Go to slide #1. By clicking, show the first icon on the slide and
ask SS: “Can you identify the brand by its colors?”. If SS cannot
identify it, show them the second picture (logo). Elicit it from
them. Then, ask the questions on slide #1 and elicit answers.
Go to slide #2. Show the picture of Google’s founders and let
them guess what the reading text is about. Elicit answers. Give
feedback.

Google Slides

S-S GW

Go to slide #3. Put SS in groups of 3. Before having them read
the text, pre-teach the vocabulary with a matching activity.
Ask SS to match the words with their definitions. Tell SS that
one of the group members can share their screen to show the
others. SS have 3 minutes to do the activity.

T>>>>C

Elicit answers from them as a whole class.
Give feedback. Show the answers by clicking.

29

35 min.

Stage 2
Internet
&
Technology

Tools

Study - Presentation
Elicit and highlight the grammar
Concept checking questions (CCQs)
Interaction
T>>>>C

Procedure
Go to slide #4. Show SS the comprehension questions to let SS
have an idea of what to look for.
Go to slides #5 and #6. Let SS read the text first. As they
already have the Google Slides link, they can also read the
text by themselves.

S-S PW

Go to slide #7 (duplication of this slide is intentional). Tell SS
that one of them can share their screen to show their partner,
and they have 5 minutes to answer the comprehension
questions on the slide. Put them in pairs.

T>>>>C

Elicit the answers. Give feedback. Show them the answers by
clicking for animation.
Go to slide #8. Show the first/model sentence. Ask CCQs and
elicit answers from them: “When did they first meet? (in 1995),
Are we in 1995 now? (no), Do they still know each other? (yes),
How many years/How long have they known each other? (for
27 years)”.

Google Slides

On slide #8, click the animation and show the second sentence
with the timeline.
S-S PW

T>>>>C

Ask SS to share their screen with each other and place these
two sentences on the timeline. They can show the placement
with the help of a mousepad. Put SS in pairs. SS have 5
minutes to do the activity.
Elicit the answers from them as a whole class.
Give feedback. Show the answer by clicking and emphasize
that the action first happened in 1995. If needed, highlight
that part.

30

35 min.

Stage 2
Internet
&
Technology

Study - Presentation
Elicit and highlight the grammar
Concept checking questions (CCQs)

Tools

Interaction

Procedure
Go to slide #9. Tell SS that we use the Present Perfect tense to
show an action that started in the past and continues to
today/present.
Show the chart. SS have 2 min. to match the examples with
explanations. Let SS write their answers in the chat.
Give feedback. Show the answers by clicking the animation.

Google Slides

T>>>>C
On slide #9, show the “answer 1” sentence first and then the
question mark on the slide. Elicit the question form from SS:
“How long… ?”.
Then, elicit the second answer option from SS. Emphasize the
use of Past Simple tense with since and write the answer on
the slide.

31

30 min.

Stage 3
Internet
&
Technology

Controlled Practice

Tools

Interaction

Procedure
Go to slide #10. Ask SS to put the time expressions into their
correct column. They have 5 minutes to write the answers on a
piece of paper.
Elicit the answers as a whole class. Give feedback. Show the
answers by clicking.

Google Slides

T>>>>C

Go to slide #11. Ask SS to do the fill-in-the-blanks activity.
They have 5 min. to finish the activity. Write the answers on
the slide (answers are already given in the below comments
bar). Give feedback.
Go to slide #12. Play 1 truth and a lie game: Show SS the time
expressions in the box and ask them to write 1 true and 1 false
statement about themselves using for and since in 5 minutes.
If possible, about technology.
Then, ask SS to share their statements with the whole class
and let the rest of the class guess the true statement.
Give feedback.

32

30 min.

Stage 4
Internet
&
Technology

Tools

Semi-controlled Practice

Interaction
T>>>>C

Procedure
Go to Google Docs for a guessing and survey activity. Share
your screen and show SS the survey.
First, to save time, before putting them into groups, share the
link to the document that you made a copy for each student.
Have SS make a copy of the document as shown on the
screen.
Tell them they are going to complete the sentences with true
information about themselves on their own copied document.
SS have 3 min. to complete the sentences.

S-S GW

Google Docs

Put SS in groups of 3. Tell SS not to share their screen with
their group members. Each student is supposed to work on
their document individually. Ask them to write the group
members' names at the top of the columns. Then, they are
going to make guesses about what the other group members
wrote by writing the time accordingly.
Give an example: “I think you’ve had your mobile phone for 9
months”.
SS take turns to make the guesses. When all the other two
members have shared their guesses, the student gives the
correct answer. The closest guess each time wins. SS can also
find out more by asking “How long have you had…?”. They
have 10 min. to finish their survey.

T>>>>C

Share your screen and show the survey document to SS.
Ask them to share what they wrote about their group
members and whose guesses were the closest. Give feedback.
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25 min.

Stage 5
Internet
&
Technology

Tools

Free-er Practice / Application

Interaction
T>>>>C

Procedure
Share the link of the Jamboard with SS as editors. Share your
screen and go to each slide page.
Tell them to choose one of the topics on the slides with their
group members. The group number on each slide is based on
their breakout room number. Show them the sticky notes tool
on the left sidebar.
Ask them to discuss the questions with their group members
and use different colors to write their sentences/opinions on
the sticky notes.

Jamboard

S-S GW

Put SS in groups of 4. Give SS 15 min. Each group has to
choose a presenter, a manager to manage the team, a
supervisor to manage time and share screen, and an assistant
to write their sentences in case they have a tech issue.

T>>>>C

Ask SS to report to the whole class. While SS are sharing with
the class, use the laser feature to show their sentences.
Give feedback.
Recap the main points of the lesson.
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Stage 6
Internet
&
Technology

Extension - Independent Work

SS interview their family members or friends and ask about what has changed in their life since
they moved to this city/country.

Photo credit for the photos on Google Slide #1, Google Docs, and Jamboard: CANVA
Photo credit for the photos on Google Slide #2 and #5: Grammar in Context 2, 2021
Definitions credit on Google Slide #3: Cambridge Dictionary Online
Text credit for the exercises on Google Slide #4 and #7: Grammar in Context 2, 2021
Text credit for the texts on Google Slide #5 and #6: Grammar in Context 2, 2021
Text credit for the sentences on Google Slide #8, #9, and #11: Grammar in Context 2, 2021
Text credit for the exercises on Google Docs: Teach-This.com
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Sample Lesson Plan # 4
Revising The Present Unreal Conditionals
(Second conditional)

Imaginary
Situations

135 min.

Imaginary
Situations

Objectives :
By the end of the lesson, students should be able to talk
about imaginary situations using The Present Unreal
Conditional.

Quick Overview

Time

Stage 1

Stage 2

Stage 3

Stage 4

Stage 5

Stage 6

Engage
Warm-up

Study
Presentation

Controlled
Practice

Semicontrolled
Practice

Free-er
Practice
Application

Extension
Independent
Work

10 min

10 min

20 min

80 min

15 min

-

Google
Slides

Google Slides

Padlet

Google Slides

Tools

Google
Slides

Ken Wilson's
Blog Page

Kahoot!

Canva
Storyboard
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10 min.

Stage 1

Imaginary
Situations
Tools

Engage / Warm-up
Setting the context
Interaction
T>>>>C

Procedure
Tell SS that you like listening to music a lot and ask them:
“Do you like discovering new music? How do you find new
songs/artists on the internet? Do you listen to songs in English
or in your native language? What is your favorite song in
English? Do you like singing?”. Elicit answers from SS.
Tell them that you like discovering songs by lesser-known
people and, surprisingly, found a song written by an English
language teacher and teacher trainer, Ken Wilson.
Share your screen, and the Google Slides link with students as
viewers, not editors. Play the presentation in presenter view.

Google
Slides

Go to slide #1 and show his picture. Tell SS that they are
going to listen to one of his songs called ‘What would you?’.
Ask them what the song is about and elicit answers from
them. Do not tell them the answer. Let SS check their guesses
while listening.
S-S GW

T>>>>C

Go to slide #2. Before having them listen to the song, preteach the vocabulary with a matching activity. Ask SS to
match the words with their definitions. Tell SS that one of the
group members can share their screen to show the others. Put
SS in groups of 3. SS have 3 minutes to do the activity.
Elicit answers from them as a whole class.
Give feedback. Show the answers by clicking.
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10 min.

Stage 2

Imaginary
Situations

Study - Presentation
Revise the grammar
Concept checking questions (CCQs)

Tools

Interaction

Procedure
Zoom in on Ken Wilson’s blog page and show the lyrics to
SS. Tell SS to think about their guesses while listening to the
song.
Play the audio on the blog page once, if needed, twice.
After listening, ask SS if their guesses were correct. Let them
share their answers.
Ask them if they liked the song and which question in the
lyrics they would ask their classmates. Elicit answers.

Ken Wilson's
Blog Page

Go to slide #3. Write one or two of the questions on this
slide: An example question is given on the slide.

T>>>>C
Google
Slides

Ask CCQs and elicit answers from them: “Are you a movie
star? (no), Is it likely that you will be a movie star soon? (no),
Is
this
situation
real
or
unreal/imaginary?
(unreal/imaginary)”.
Elicit answers and give feedback.
Let one or two SS ask this question to their classmates.
Write their answers under the picture on the same slide.
Revise the form by eliciting from SS.
Write additional sentences with could on a new slide:
‘If I could make my own movie, I would be very famous.’
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20 min.

Stage 3

Imaginary
Situations

Tools

Controlled Practice

Interaction

Procedure
Tell SS that you are going to play a Kahoot! Game which
includes 15 questions.
Ask SS either to download the Kahoot! app to their personal
devices/phones for free or to go to its website by scanning
the QR code on the screen to be able to join the game.
Share the game pin with SS.
Tell SS to write an appropriate nickname while joining the
game.

Kahoot!

T>>>>C

Remind SS of the game rule: select only one answer.
After all SS join, start the game.
After each question, give feedback by going over the
choices.
Show the leadership chart and congratulate the winner at
the end of the game.
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80 min.

Stage 4

Imaginary
Situations
Tools

Semi-controlled Practice

Interaction
T>>>>C

Procedure
Go to Padlet. Tell SS that they are going to read seven
statements and discuss how things would be different in
their lives if these things happened one morning.
By scrolling down, show SS that each pair number is based
on their breakout room number and that they are going to
write their sentences in the comment boxes.
If needed, add more pairs depending on the student size in
the class.
Show SS the voting tool. Tell them to use this reaction tool
with their partners to upvote or downvote their friends’
posts when they are asked.
Let SS know that they are going to whose posts are voted
most.

Padlet

S-S PW

Put SS in pairs. Share the link with SS. Give them 15 min to
finish writing their sentences/comments in pairs.
Since the approval option is enabled, pay attention to what
SS write. Approve their students’ sentences/comments or
join their breakout rooms and give feedback if error
correction is needed. Then, approve their comments. The
new posts will appear once you approve.
After 15 min., broadcast a message to breakout rooms or
create another section on the Padlet to share your message:
‘Please read your friends’ comments. Upvote the posts you
liked most.’ SS have 10 min. to read and upvote the
comments.

T>>>>C

For each situation, show the upvoted posts to students.
Let volunteer SS share their posts with the whole class.
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80 min.

Stage 4

Imaginary
Situations
Tools

Semi-controlled Practice

Interaction
T>>>>C

Procedure
Go to the Canva storyboard on and share the link with SS.
Make sure that anyone with the link has editing permission.
Tell SS that they are going to write a chain story on this
storyboard.
Show the first page and ask SS who she is and elicit answers.
Then, write Beyoncé on the picture as given on the template.
Tell SS to imagine that she is dreaming of the things in the
thinking bubbles. If needed, add more bubbles. Start with an
example sentence showing the next box: ‘Let’s imagine she is
dreaming of being a journalist. If she weren’t a singer, she’d
become a journalist.’ Ask SS to continue the story with one of
the dreams in bubbles.
Explain that they should continue adding the sentences using
the previous information: ‘If she were a journalist, …… .’

Canva
Storyboard

S-S GW

Put SS in groups of 3. SS have 20 min. to finish the task. Each
group has to choose a presenter, a manager to manage the
time, and a supervisor to share the screen.
Assign each page to one group. Tell them that they can come
up with more information and add it to their sentences.
Ask to replace the instructions in the text boxes with their
sentences and also add related photos to their storyboard by
using the left sidebar. Remind them of the tools on the left
sidebar so that they can make their storyboard look more
interesting.
If needed, add more pages to assign the groups. The page
number is based on their group number. Each group member
is supposed to write their sentence in each box in sequence.
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80 min.

Stage 4

Imaginary
Situations
Tools

Canva
Storyboard

Semi-controlled Practice

Interaction

Procedure

S-S GW

Reminder: Put SS in groups of 3. SS have 20 min. to finish the
task. Each group has to choose a presenter, a manager to
manage the time, and a supervisor to share the screen.

T>>>>C

On Canva, go through the pages and have groups present
their storyboard.
Discuss which group is the best.
Add a congratulations video by using the video tool under
the three dots.
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15 min.

Stage 5

Imaginary
Situations
Tools

Free-er Practice / Application

Interaction

Procedure
Go to Google Slides #4. Ask SS to think about their lives and
answer the question on the slide.
Depending on the class size, duplicate the slide and assign
each slide to a student.

Google
Slides

T>>>>C

Have each student write their name on each slide. SS have
8-10 min.
Let each student share their ideas with the class. Give
feedback.
Ask SS what they found interesting, surprising, or different.
Elicit answers.
Recap the main points of the lesson.
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Stage 6

Imaginary
Situations

Extension - Independent Work

SS write a paragraph answering the question:
‘What would you do if you were the person you would like to be?’
Instructions and details are given on Google Slides #5 and #6.

Photo credit for the photo on Google Slide #1: Englishteacherwebsites
Photo credit for the photos on Padlet, Canva Storyboard, Kahoot!, Google Slide #2, #3, #4, 5, and #6:
CANVA
Photo credit (Beyoncé) on Canva Storyboard: Dreamstime.com
Definitions credit on Google Slide #3: Cambridge Dictionary Online
Text credit on Google Slide #5 and #6: Grammar Sense 3, 2012
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